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Abstract
Research in the field of developmental psychopathology has suggested that the 
effects of trauma experienced in childhood and/or adolescence can remain with an 
individual for a number of years. This thesis reports on a three year study 
focusing upon the experiences of bullying at school for a non-probability sample 
of lesbians, gay men and bisexual men and women, and explores the psycho-social 
and long-term implications such events have for their development. Data 
collection consisted of four elements: a survey of lesbian, gay, bisexual and 
transgendered adults’ experiences of bullying at school (N = 190); an assessment 
of the rel iability and stabil ity of parti cipants’ memories (# =  60); a study of their 
life-experiences post school (including measures of bullying in adulthood, negative 
affect, relationship status and post traumatic stress disorder [PTSD]; N  = 119); 
and a series of in-depth interviews (N= 16).
The results suggested that participants’ experiences of bullying at school 
were both regular and long-tenn (mean: 5 years), with name-calling and ridicule 
being the most frequently cited forms of abuse. Over 50% reported contemplating 
self-harming behaviour or suicide as a result of bullying at school, with 40% 
making one or more attempts. As adults, they were found to exhibit indices of 
depression and anxiety when compared to samples of heterosexuals or lesbians, 
gay men and bisexual men and women not bullied at school. In addition, 17% were 
found to meet the criteria for the diagnosis of PTSD. However, for the majority of 
participants, there was little evidence of low self-esteem in adulthood, or 
discomfort with being lesbian, gay or bisexual. Similarly, in terms of insecurity 
within relationships, while participants expressed concerns about the nature of 
their relationships with significant others, there was no evidence to suggest that 
their fears had become realities. The results also suggested that social support 
mechanisms and personal resilience played a valuable role in mitigating against 
potential long-term effects. The implications of these findings are discussed with 
reference to current literature in the field.
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PREFACE
In the opening chapter of his thesis, Savin-Williams (1990) described young 
lesbians and gay men as ‘a forgotten, invisible minority’ (p. 1). He argued that the 
negative image young lesbians, gay men and, by implication, bisexual men and 
woman have of themsel ves is the result of an interaction between cultural forces 
such as the law, religion and tradition, and more contemporary and immediate 
forces such as the media, family and adolescent peers - all of whom constantly 
require young people to act in a gender appropriate manner or face condemnation, 
ridicule and, in many cases, isolation.
When I began this project in 1994, I had already spent three years 
reviewing the literature relating to the impact of social isolation at school upon the 
well-being and mental health of young men and women. However, as I became 
familiar with Savin-Williams’ research on the processes underlying the 
development of lesbian and gay identity, I began to see commonalities between the 
experiences of lesbian and gay youth, and those of other youth who were isolated 
by peers at school, and I wondered whether or not it would be possible to 
integrate both within a research project.
My particular interest in the long-term effects of bullying behaviour arose 
from an article I had read as a post-graduate student at the University of Liverpool 
by Gilmartin (1987). I was drawn to this study because it examined the 
antecedents of Tove-shyness’ (an inability to form or maintain intimate 
relationships) among heterosexual men. In this article, Gilmartin argued that Tove- 
shyness’ was linked to experiences of peer victimisation at school. He suggested 
that men who recalled a great deal of victimisation were likely to have been 
unsuccessful in their relationships with women, and he compared their 
performance on a number of measures to those of men who reported being 
successful in their relationships with members of the opposite sex. While this 
study had a number of methodological weaknesses (discussed in more detail in 
Chapter 2), one aspect of Gilmartin’s sampling method interested me: those men
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who either said they were gay or bisexual, or those whom the author perceived or 
suspected of being gay were not included. While it was clear that there were valid 
reasons for doing this, I was surprised that he did not follow up his study with a 
comparative investigation of the experiences of gay and bisexual men, especially 
when he had reduced his sample size by some 13% by excluding them. A literature 
search conducted at the same time demonstrated that there had been few empirical 
investigations focusing upon the potential long-term consequences of peer 
victimisation for either gay and bisexual men or, indeed, lesbian and bisexual 
women, and it was with this in mind that I began to formulate a number of 
research questions, combining ideas I had drawn from various studies of bullying 
behaviour at school with those gleaned from both Savin-Williams’ (1990) study 
and that of Gilmartin.
As I have described in Chapter 3, I began this investigation with a small 
pilot survey focusing upon the experiences of bullying at school for a sample of 
lesbians, gay men and bisexual men and women who answered an advertisement 
placed in the gay press. Although only 44 respondents returned valid 
questionnaires, the resultant paper was one of only a handful of studies published 
in over a decade in the UK looking at the school experiences of this particular 
group within society. Having read many of the letters that accompanied the 
returned questionnaires, it was apparent that participants felt that they continued 
to be affected by their experiences of school, and, in a subsequent short report, I 
considered whether or not there would be sufficient scope for conducting a much 
larger study focusing particularly upon the psycho-social correlates and long-term 
effects ofbullying.
At the same time, I had become aware of similar research being conducted 
by Professor Anthony D’Augelli and his colleagues at Pennsylvania State 
University who were considering the impact of victimisation upon the mental 
health and suicidality of lesbian, gay and bisexual youth (see Hershberger and 
D’Augelli, 1995; Pilkington and D’Augelli, 1995; Hershberger, Pilkington and 
D’Augelli, 1996). Over the next two years, I was able to discuss some of the 
issues arising from this study with Professor D’Augelli and his colleagues and this
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proved invaluable in my understanding of lesbian, gay and bisexual developmental 
issues.
Towards the end of 1994, I began to consider ways in which I could 
adequately take a measure of the impact of school bullying upon the well-being of 
lesbian, gay and bisexual adults. I was able to discuss my ideas with a number of 
colleagues both at the university in which I worked, and later with my supervisors 
(Professor Helen Cowie and Professor Peter K. Smith). The results from those 
discussions are contained within this thesis.
Terminology and Its Usage
Throughout this thesis, I have preferred to use the terms ‘lesbian’ and ‘gay’ rather 
than ‘homosexual’. While ‘homosexuality’ may be the appropriate label given to 
the state of being attracted to a member of one’s own sex, the term ‘homosexual’ 
has been generally regarded as being reminiscent of the pathologisation of those 
who have sought same-sex relationships (see, for example, Socarides, 1968; Groth 
and Birnbaum, 1978; Gonsiorek, 1991; Cameron and Cameron, 1995). Indeed, 
until quite recently homosexuality was still listed as a mental disorder by the 
World Health Organisation, only being removed from its classification manual in 
1992 (the American Psychiatric Association had removed it from the Diagnostic 
and Statistical Manual of Mental Disorders in 1973, although one classification 
ego-dystonic homosexuality remained until 1987).
The issue of bisexuality has been particularly problematic given that 
bisexual men and women have both heterosexual as well as lesbian and gay sexual 
relationships. Throughout this thesis I have chosen to consider gay and bisexual 
men and lesbian and bisexual women as homogenous groups. While this is a 
somewhat artificial clustering, and one that does not identify bisexuality as an 
orientation independent of heterosexuality and homosexuality, it does reflect 
current practice in sexuality research, and supports the argument that bisexual men 
and women also face discrimination within society, particularly when they embark 
upon lesbian and gay relationships, although it remains unclear whether or not
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they continue to be discriminated against when they embark upon heterosexual 
relationships.
In chapters 3 and 4 ,1 refer to one participant as ‘transgendered’. Although 
it was not the purpose of this study to focus upon the school experiences of men 
and women who later undergo gender reassignment surgery, as many of their 
experiences of victimisation and harassment are closely connected to those of 
lesbians, gay men and bisexual men and women, I decided to include the data 
provided by this particular participant in the survey of bullying at school 
(Chapter 4), but excluded her data from the study of psycho-social correlates and 
long-term effects.
I have also used the term ‘homonegativism’ when referring to the 
discrimination experienced by lesbians, gay men and bisexual men and women as 
opposed to the more commonly cited term ‘homophobia’. Though ‘homophobia’ 
was first introduced by Weinberg (1972) who used it to describe ‘the dread of 
being in close quarters with homosexuals’ (p. 4), later researchers extended the 
definition to include both the fear and intolerance of lesbians and gay men (see 
Lehne, 1976; Martin, 1982; Kite and Deaux 1986). However, as Logan (1996) has 
pointed out, ‘homophobia’ continues to suggest that the ‘homophobe’ requires 
treatment for their fear or intolerance of homosexuality, and thus, by implication, 
it removes from them accountability for their behaviour.
While Logan (1996) has also been dismissive of the term ‘homonegativism’ 
this is largely due to its lack of usage within the research literature, although she 
does concede that it, ‘broadened the characterisation of anti-homosexual 
responses’ (p. 33). Alternatives to either‘homophobia’ or ‘homonegativism’ have 
included ‘homosexism’ (Lehne, 1976), ‘heterosexism’ (American Psychological 
Association, 1991) ‘homoprejudice’ (Logan, 1996), ‘homo-ignorance’ or homo- 
hate’ (Ames, 1996).
While all of the above terms are to be found in contemporary research 
literature, ‘homonegativism’ was favoured over ‘heterosexism’ (the American
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In the second half of Chapter 1 ,1 introduce a number of theoretical models 
that provide a social context in which to understand bullying behaviour. Theories 
are drawn from four academic disciplines: anthropology, ethology, psychology 
and sociology; and each is discussed with reference to recent empirical research. 
Finally, I provide a summary integrating both empirical and theoretical work, and 
identify those questions/issues that eventually underpinned the rationale and 
objectives of the survey ofbullying at school.
In Chapter 2, I review recent clinical research focusing upon the psycho­
social correlates and long-term effects of exposure to violence and trauma for both 
adults and children. I then consider the role of individual differences in determining 
coping styles and resilience among victims of violence or abuse, and review some 
of the relevant theoretical debates currently surrounding the role of friendships 
and/or social support mechanisms in counteracting long-term negative outcomes. 
Following on from this, I review a number of studies relating to the long-term 
effects of bullying behaviour both at school and at work, and consider their 
ramifications for the second study in this thesis (see Chapter 5). I then consider 
recent research focusing upon the correlates of psychological well-being among 
lesbian, gay and bisexual youth before providing a summary integrating both 
empirical and theoretical work, identifying those questions/issues that 
underpinned some of the quantitative and qualitative aspects of this thesis.
Building upon those data and theories highlighted in Chapter 1 and 2, in 
Chapter 3 I describe the development of the present study, and the 
methodological issues surrounding data collection. Initially, I provide an overview 
of the study’s rationale, describing the gradual development of the project from a 
pilot investigation of the bullying experiences of 44 lesbians, gay men and bisexual 
men and women, to an investigation of the psycho-social correlates and long-term 
implications of homonegativism for 119 men and women. Subsequently, I provide 
an overview of the methodological issues related to the design of this study. Here, 
issues of recruitment and sampling are discussed, as well as issues relevant to the 
use of retrospective data collection techniques in cross-sectional research. In
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Psychological Association’s preference) because it most readily describes the 
intolerance others feel towards lesbians, gay men and bisexual men and women (in 
homosexual relationships) without being overly dramatic (e.g. ‘homo-hate’) or 
grounded in language previously associated with gender discrimination (e.g. 
‘homosexism’).
Additionally, I have often referred to the process of ‘coming out’ as a key 
feature in the development of lesbian, gay and bisexual identity. According to 
D’Augelli (1994) it marks a transitional stage in the lives of the majority of 
lesbians, gay men and bisexual men and women when they shed their ‘heterosexual 
identity’ by disclosing their sexual orientation to others, and by re-establishing 
themselves with an alternative sexual identity. For many ‘coming out’ is coupled 
with a great deal of emotional upheaval, and can potentially result in estrangement 
from family members, however, for others it can be a positive experience: an act of 
affinnation whereby an individual confirms her/his sexual identity and, perhaps, 
embarks upon a relationship where they live openly with a same-sex partner.
Overview of Thesis
In the opening chapter of this thesis, I review thirty years of empirical research 
which has sought to define, categorise and understand bullying behaviour at 
school. I discuss the early studies of ‘mobbing’ conducted in Scandinavia in the 
1970s, and then consider the various definitions of ‘mobbing’ and bullying 
proffered by researchers, discussing both the similarities and differences in 
interpretation. I then consider some of the methodological issues researchers have 
encountered in recent years in extending the range of behaviours we now describe 
as ‘bullying’, whether physical, verbal, indirect or relational in nature. 
Subsequently, I focus upon research conducted with pupils from ethnic/cultural 
minority groups and those who have learning or motor disabilities, before 
considering the school experiences of those who identify as lesbian, gay or 
bisexual. I consider how their experiences of victimisation or harassment differ 
from those of their White, able-bodied or heterosexual peers, and I also consider 
the roles of temperament and gender as contributory factors in the alienation of 
young people at school.
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addition, I consider the confounding influence of both positive and negative life 
events upon the measures used in this study, and I reflect upon the strategies I 
employed to control for them. Subsequently, I describe the quantitative measures 
used in the collection of data together with a discussion of the psychometric 
properties. I also give an account of the development of the interview schedule 
used in the collection of qualitative data with 16 participants, and the method 
used in the analysis of the resultant transcripts. Finally, I discuss the ethical 
issues surrounding the process of data collection, and provide an account of that 
process together with a description of the participants in each of the three stages 
of the study.
In Chapter 4, I present the results from the survey of bullying at school 
and relate the findings to the theories and models I discussed in Chapter 1. I begin 
by re-stating the aims and objectives of this survey, and provide a brief outline of 
their theoretical origins. I then provide a description of the sample together with a 
representation of the demographic data provided in Chapter 3 before presenting 
the analysis and discussion of the key findings from the survey together with a 
commentary relating to the test-retest reliability of retrospective recall.
Following on from the survey of bullying at school, in Chapter 5 I present 
the results from the study of its psycho-social correlates and long-term effects, 
and consider them in light of the theoretical and empirical evidence I presented in 
Chapter 2. Concomitant with the structure of Chapter 4, before presenting the 
analysis and discussion of the main findings from the study, I provide a brief 
overview of those issues that underpinned the research, and represent 
participants’ demographic data together with resume of the samples used to 
provide normative data for the measures that were revised for use in the United 
Kingdom.
In Chapter 6, I present the results from the analysis of 16 interview 
transcripts, and relate the findings to the theoretical arguments and empirical 
evidence I present in the previous chapters. Once again, before reporting the 
results from the qualitative analysis, I re-state the aims and objectives of this
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aspect of the study, and provide a brief review of issues relevant to the use of the 
personal interview as a research method, together with a description of the 
participants I interviewed over three years.
Finally, in Chapter 7 1 provide and overview and summary of the findings 
from the three studies and I reconsider some of the methodological issues relevant 
to the use of retrospective reports in data collection. I then provide a brief 
discussion of the conclusions I have drawn from this research before offering 
recommendations for future studies in the fields of homonegativism and bullying 
behaviour.
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Chapter 1: Bullying and Victimisation at School
Introduction
Peer victimisation has been a feature of the educational experience of young 
women and men for a great many years. Although it has been given different 
names such as ‘mobbing’, ‘bullying’, ‘scapegoating’ and ‘peer aggression’ its 
meaning has rarely been misinterpreted. It has been the subject of novels, of plays, 
and of films, all of which have depicted the emotional impact such behaviour can 
have upon a young person within a closed institution.
In this chapter, I review thirty years of empirical research which has 
sought to define, categorise and understand bullying behaviour at school. I discuss 
the early studies of ‘mobbing’ conducted in Scandinavia in the 1970s, and then 
consider the various definitions proffered by subsequent researchers, discussing 
both the similarities and differences in interpretation. I then consider some of the 
methodological issues researchers have encountered over the years in extending the 
range of behaviours we now describe as ‘bullying’, whether physical, verbal, 
indirect or relational in nature. Subsequently, I focus upon research conducted 
with pupils from ethnic/cultural minority groups, those who have learning or 
motor disabilities, and those who identify as lesbian, gay or bisexual; and I 
consider how their experiences of victimisation or harassment differ from those of 
their White, able-bodied or heterosexual peers. I also consider the roles of 
temperament and gender as contributory factors in the alienation of young people 
at school.
In the second half of this chapter, I introduce a number of theoretical 
models that provide a social context in which to understand bullying at school. 
Theories are drawn from four academic disciplines: anthropology, ethology, 
psychology and sociology; each is discussed with reference to recent empirical 
research. Finally, I provide a summary integrating both empirical and theoretical 
work, and identify those questions/issues that eventually underpinned the 
rationale and objectives of this thesis.
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Peer Victimisation in Childhood and Adolescence
An overview of early research in Sweden and Norway: Heinemarm and Olweus 
Though references to wilful acts of peer victimisation have been found in sixth 
century Greek literature wherein communities chose an individual - the 
‘pharmakos’ (fPappaxoQ  - upon whom they would transfer blame for their
misfortune (Douglas, 1995), it was not until the late 1960s and early 1970s that a 
Swedish physician named Heinemann first questioned the acceptability of this 
form of behaviour having observed it among a group of children in a school 
playground (Heinemann, 1972; Besag, 1989).
Although Heinemann’s (1972) observational study is generally regarded as 
the first investigation of group aggression among school children - behaviour he 
described as 'mobbing’ - it was Olweus (1973) who developed this research 
further, exploring the nature, frequency and long-term effects of 'mobbing' in 
Scandinavian schools, culminating in a national study conducted in Norway in 
1983 (Olweus, 1985, 1987, 1991, 1993a). Based upon the responses of some 
130,000 Norwegian school children, Olweus determined that approximately 15% 
of those attending elementary and secondary/junior high schools (7-16 years of 
age) were involved in 'mobbing ’ behaviours as either perpetrators or victims. 
When these results were broken down further, he found that 9% (52,000 pupils) 
were primarily victims while 7% (41,000 pupils) were primarily perpetrators 
(within these groups, 9,000 pupils were found to be both perpetrators and 
victims). He also found that over 50% of pupils reported being victimised by 
someone older than themselves.
Later, in his intensive Bergen Study (1983-85) which comprised of 2,500 
school children, Olweus reported that there were both age and gender differences 
in the nature and frequency of 'mobbing' at school. Not only did he find an age 
related decline in the frequency of such behaviour, he also found that physical acts 
of aggression (hitting, kicking etc.) also declined with age (Olweus, 1993a, 1994). 
When he compared gender differences in 'mobbing ’, he found that boys and young 
men reported far more incidents of physical aggression whereas girls and young
Chapter 1: Bullying and Victimisation at School 3
women reported less obvious methods of intimidation (e.g. name-calling, being 
locked indoors etc.). He also noted that, generally, acts of aggression against both 
boys and girls were perpetrated by boys (80% for boys and 60% for girls; 
Olweus, 1994), suggesting that such behaviours, particularly hitting, kicking and 
punching, were primarily a male phenomenon.
‘Mobbing’ and ‘bullying zl school: defining anti-social behaviour 
Building upon the work of Heinemann (1972) and Olweus (1978, 1987), in their 
surveys of peer aggression in the United Kingdom (UK), Ahmad, Whitney and 
Smith (1991) and Whitney and Smith (1993) extended the scope of the behaviours 
under investigation to include less obvious methods of intimidation such as 
rumour mongering, social isolation, and the destruction/loss/theft of personal 
property. By extending the parameters of what constituted peer aggression for 
children and young people at school, the researchers were provided with an 
opportunity to examine more closely the nature of the gender differences first 
noted by Olweus in his Bergen study (particularly the prevalence of subtle 
methods of victimisation) and, perhaps for the first time, they were able to 
provide a taxonomy of such behaviour. However, while such an extension was to 
be welcomed, it also resulted in a reduction in the ability of the researchers to 
compare accurately the findings from their studies to those of the Norwegian 
national survey and, more importantly, the intensive Bergen study. Similarly, 
outside Scandinavia, researchers had begun to use a different terminology when 
describing peer aggression at school. Whereas both Heinemann and Olweus had 
described peer aggression at school as ‘mobbing’, this was generally regarded as 
being something of a misnomer, and had, over the years, gradually been 
supplanted by the more commonly understood English term ‘bullying’.
According to Olweus (1993a), ‘mobbing’ occurred when a person was, 
‘exposed, repeatedly and over time, to the negative actions on the part of one or 
more other students’ (p. 9). A similar definition was provided by Roland (also 
from Norway) who described it as, ‘the long term and systematic use of violence, 
mental or physical, against an individual who is unable to defend himself [sic] in 
an actual situation’ (Besag, 1989, p. 3). In both cases, the term ‘mobbing’ was
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used to denote the aggressive actions of either an individual or a group. In the UK, 
however, Smith and Sharp (1994) described 'bullying' as ‘the systematic abuse of 
power’ (p. 2). As they said:
There will always be power relationships in social groups, by virtue of strength 
or size or ability, force of personality, sheer numbers or recognised hierarchy.
Power can be abused; the exact definition of what constitutes abuse will depend 
upon the social and cultural context, but this is inescapable in examining human 
behaviour. If the abuse is systematic - repeated and deliberate - bullying seems a 
good name to describe it (p. 2).
As Smith and Sharp’s (1994) definition of 'bullying' demonstrated, the 
imbalance of power between perpetrators and victims may not necessarily be one 
of number, it can also be founded upon the greater size, strength, ability or force 
of personality of an individual.
Clearly, while researchers agreed upon a number of points relating to what 
'mobbing' or 'bullying' entailed: it had to deliberate, repeated and take place 
within a social context where there was an imbalance of power (be it in terms of 
physical or emotional strength, status, intellectual ability or group membership); 
as mentioned above, the usage of the term 'mobbing' to describe acts of peer 
aggression among school children was considered inappropriate by researchers 
working outside Scandinavia.
In their early research both Heinemann (1972) and Olweus (1973) used the 
term 'mobbing ’ (Norwegian/Danish) or its Swedish/Finnish equivalent 'mobbning ’ 
to describe wilful acts of aggression perpetrated by one or more peers against an 
individual or group (Olweus, 1993a). However, outside Scandinavia the collective 
noun 'mobbing ’ was used only when referring to the activities of a group rather 
than those of an individual. Similarly, the verb 'to mob ’ has been and continues to 
be used to describe specifically the uncontrollable acts or behaviours of a 
disorderly crowd rather than those orchestrated deliberately by a group or 
individual against another group or individual (Allen, 1992). For this reason, 
research published outside Scandinavia in languages other than Danish, Swedish, 
Norwegian or Finnish have referred to acts of peer aggression as 'bullying' 
whether they are perpetrated by an individual or a group.
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Methodological issues in researching bullying: direct and indirect Types 
In his intensive study of 'mobbing ’ in Bergen schools (jV= 2,500 pupils), Olweus 
had found both age and gender differences in the nature of peer aggression (see 
Olweus 1993a, 1994). While most of his initial findings (particularly those relating 
to the frequency of physical acts of aggression among boys at primary or 
junior/middle school) have been replicated by various other European researchers 
(see Bjôrkqvist, Ekman, and Lagerspetz, 1982; Lagerspetz, Bjôrkqvist and 
Peltonen, 1988; Ahmad, Whitney and Smith, 1991; Bjôrkqvist, Lagerspetz and 
Kaukiainen, 1992; Whitney and Smith, 1993; Ahmad and Smith, 1994; Rivers and 
Smith, 1994), more recently there has been noticeable discord between these 
studies, particularly with respect to gender issues and types of bullying 
behaviour. For example, whereas Olweus (1994) has clearly suggested that 
bullying was primarily a male phenomenon: ‘boys were more often victims and in 
particular perpetrators o f direct bullying’ (Olweus’ emphasis), and had argued 
that, ‘relations among boys are by and large harder, tougher, and more aggressive 
than among girls’ (p. 1177); other researchers (Whitney and Smith, 1993; Rivers 
and Smith, 1994) have shown that, in the United Kingdom at least, rates of direct 
verbal bullying do not vary greatly between boys and girls at both primary school 
(41.3% and 39.1% respectively) and secondary school (23.1% and 24.4% 
respectively).
Undoubtedly, one of the difficulties in comparing and contrasting the 
findings from more recent studies of bullying to those of Olweus lies in the fact 
that there have been several revisions of his survey instrument which, as indicated 
above, have included extended definitions of ’mobbing' or ’bullying' at school. It 
has already been suggested that such revisions have inevitably resulted in 
researchers being unable to draw accurate comparisons between their studies and 
those of Olweus, and, as a consequence, it has also produced a number of 
analytical problems for those wishing to determine the effectiveness of 
intervention programmes similar to those employed in Norway in the late 1980s. 
For example, in more recent versions of the survey instrument, researchers have 
provided pupils with examples of indirect or relational bullying to assist them in
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understanding the more subtle forms of behaviour that may be construed as 
aggressive. In the original survey instrument, however, in the section headed 
'About Being Bullied', pupils were provided with only five behavioural categories 
in response to the question, ‘In what way have you been bullied at school?’
A I haven’t been bullied this term
B I have been called nasty names about my race or colour
C I have been called nasty names in other ways
D I have been hit or kicked
E I have been bullied in other ways (for example threatened or locked indoors).
describe how:
Although pupils were given the opportunity to provide further examples of 
behaviour which they perceived as 'bullying' under option ‘E’, it was unclear 
whether or not they understood that 'mobbing' or 'bullying' included activities 
such as social isolation and rumour mongering. As Rivers and Smith (1994) have 
demonstrated, Olweus used a separate question when considering social isolation, 
and this question (illustrated below) appeared in an unrelated section of the 
survey instrument labelled 'About Friends
How often does it happen that other students don’t want to spend recess with
you, and you end up being alone?
A it hasn’t happened this term
B it has only happened once or twice
C now and then
D about once a week
E several times a week
The inclusion of this question in the About Friends' section of the survey 
instrument (which preceded the section asking pupils about their experiences of 
bullying), suggests that participants may not have made an association between 
being alone in the school yard or playground and peer victimisation. Indeed, it is 
noteworthy that the lengthy definition provided by Olweus later in the survey 
instrument does not mention any indirect forms of bullying (see Appendix 2), 
although, as Arora (1996) recalled, he had previously acknowledged its subtlety 
describing bullying as, ‘harassment physical or mental’ (Olweus, 1978, p. 35).
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It is also questionable whether the location of the item relating to social 
isolation (i.e. in the 'About Friends ' section of the instrument) would have elicited 
accurate or truthful responses from participants, especially when the previous 
question had asked pupils to estimate the number of friends they had m their 
class. Where a pupil indicated that they had two or three good friends in their 
class, and were being bullied by others, the potential for misreporting would seem 
to be high as the response to the first question may not have reflected positively 
upon that of the second. As Olweus (1977, 1978, 1994) has pointed out, peer 
nomination strategies were required to assess the reliability of pupil self-reports, 
and although correlation coefficients are quoted as being between .40 and .60 
(Pearson correlations) these were drawn from composite scoring procedures (3-5 
items on the self-report survey) which do not necessarily provide an accurate 
estimate of the variance in observer/participant ratings (see Chapter 4, pp. 237- 
238, for a review of efficacy of composite rating procedures). In addition, as 
Olweus later found, the 'bullies ’ in his survey tended to be older than their victims 
and, therefore, were unlikely to be in the same class or year group; thus 
friendships formed with classmates could, in principle, be maintained by pupils 
without the knowledge of the 'bully ' (although it is recognised that peer pressure 
would invariably affect the longevity or success of such friendships). Finally, in 
the Norwegian studies there was no attempt to determine whether or not the 
friendships pupils wrote about were enacted within or without the school 
grounds: where a pupil was being bullied by older pupils, she/he may have 
retained contact with classmates either in the evenings or at weekends. (It is worth 
noting that there has been little research focusing upon the impact friendships 
formed outside the school have upon the socialisation skills and self-perceptions 
of victims of bullying). Ultimately, concerns surrounding the lack of clarity 
provided by the survey instrument with respect to indirect bullying was likely to 
have had an effect upon Olweus’ (1991) reported 50% reduction in school 
aggression (which was measured pre- and post-intervention using the 5 item scale 
illustrated previously). It is, therefore, not surprising to note that Rivers and 
Smith (1994) found only a fair association (K = .25: see Landis and Koch, 1977)
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between their measure of indirect bullying (‘no one would talk to me’, and ‘I had 
rumours spread about me’) and that used by Olweus.
Notwithstanding, in the early 1980s, a group of Finnish researchers had 
also embarked upon an examination of aggression among school pupils, and were 
exploring the frequency of indirect behaviours such as social isolation and rumour 
mongering among adolescents (particularly girls), which eventually provided 
researchers with an alternative data set to that of the Norwegian national study or 
the intensive Bergen study (see Lagerspetz et a l, 1988).
In their study, Lagerspetz et al (1988) argued that early research 
examiningthe nature of male and female aggression had demonstrated a qualitative 
difference in the reactions to provocation of boys and girls. They cited a review of 
literature by Frodi, Macauley and Thome (1977) in which the authors came to the 
conclusion that, while females reacted to provocation just as much as males, they 
did not display unprovoked aggression to the same degree. For example, in an 
earlier study, the Finnish researchers had already noted that there was a palpable 
difference between aggressive boys and aggressive girls in their desire for power 
over others: they had found that aggressive boys wished to domineer other boys 
whereas aggressive girls wished to be less domineering, and they argued that this 
difference was a result of the belief among boys that domineering behaviour was 
something expected of them within Western culture (see Bjôrkqvist et al. 1982). 
Based upon this observation, Lagerspetz et al. hypothesised that, ‘if direct 
aggression is discouraged by society for females more than for males, females 
possibly will make greater use of indirect forms of aggression instead’ (p. 404).
Developing the above findings further, Bjôrkqvist et al. (1992) conducted a 
subsequent study with Finnish school children in which they examined both age 
and gender differences in the expression of direct physical aggression (hitting, 
pushing, kicking), direct verbal aggression (name calling, labelling, threatening) 
and indirect aggression (telling tales, spreading rumours, persuading others not to 
associate with a particular person). In this study, they compared boys and girls 
from three age groups: 8, 11 and 15 years. Whereas in a previous article
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(Lagerspetz e ta l, 1988) the authors had argued that indirect aggression was more 
likely among girls than boys, here they extended their hypothesis arguing that the 
use of indirect aggression in bullying behaviour was reliant upon both maturation 
and the ability of young people to manipulate peer relationships successfully. 
Their results demonstrated that, while indirect aggression was used by girls as 
young as 8 years of age, it did not develop as an alternative to direct forms of 
aggression (physical and verbal) until 11 years of age. They also found that levels 
of direct physical aggression declined with age for both boys and girls, while, 
contrary to Olweus’ beliefs, direct verbal aggression rose steadily.
Using Whitney and Smith’s (1993) data set collected from 7,000 primary, 
junior/middle and secondary school pupils in the UK, Rivers and Smith (1994) 
compared their data to those of Bjôrkqvist et al. (1992) to determine whether or 
not a similar pattern of age and gender differences in the nature of bullying 
behaviour could be found. Comparable with Bjôrkqvist et alCs findings, an age 
related decline was found in the frequency of direct physical bullying (hitting, 
kicking etc.) among both boys and girls, and indirect bullying (rumour mongering, 
social isolation etc.), however. Rivers and Smith also found decline in direct verbal 
bullying (name-calling, labelling etc.). While these results supported Olweus’ 
(1993a, 1994) general finding that bullying decreased with age, interestingly, they 
also demonstrated that pupils did not necessarily substitute one form of bullying 
behaviour for another as they grew older, as Bjôrkqvist et al. had intimated.
According to Rivers and Smith (1994), while their comparison with 
Bjôrkqvist etalCs (1992) study provided constructive validation of the generality 
of both age and gender differences in types of aggressive behaviour experienced at 
school, the reported reduction in all types of bullying with age requires some 
consideration. As Rivers and Smith pointed out, despite the relative similarity of 
the behaviours under investigation (i.e. physical, verbal and indirect), Bjôrkqvist et 
al. had used peer nomination strategies to determine the bully/victim status of the 
pupils in their study whereas Rivers and Smith’s study was based solely upon 
pupils’ self-reports. Given that Bjôrkqvist et alCs study relied upon peers 
identifying others who had either been perpetrators or victims of bullying, it may
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be argued that their estimates of the number of pupils engaged in direct physical 
and direct verbal bullying were, potentially, much more likely to be accurate 
because of the objective nature of data collection, but the accuracy of reports 
relating to indirect or relational bullying remained questionable. In Rivers and 
Smith’s study, much of the self-report data relied upon individuals’ subjective 
interpretations of their bully/victim status. While this was not particularly helpful 
in determining the reliability of pupils’ responses in relation to direct physical and 
direct verbal bullying, in the case of indirect bullying which, as the researchers 
pointed out, is not only subjective, but often hidden from teachers or classmates, 
it can only be measured by self-reports (ideally validated through a process of 
test-retest reliability), therefore, the accuracy of such reports was, at least, 
comparable to those of Bjôrkqvist et a l Having said that, a caveat must be 
appended to this discussion: in Rivers and Smith’s study, despite the fact that 
pupils received a clear definition of behaviours that constituted direct physical, 
direct verbal and indirect bullying; from the perspective of the participant, it is 
worth considering whether, similar to the Norwegian studies, a pupil who had 
experienced physical or verbal aggression previously at school would necessarily 
consider or identify herself/himself as a victim if they were isolated from peers 
during break- or lunch-time. Indeed, although Whitney and Smith (1993) found 
that there was an association between being bullied at school and being alone in the 
school yard or playground during break- and/or lunch-time, the nature of that 
association has not explored further, and, as a result, we do not know if social 
isolation has been used by pupils as a method to escape bullying or harassment as 
well as a means to bully others.
Pupils who are 'different ethnicity and special educational needs 
Although both the Norwegian and British studies (cited above) incorporated a 
general index of racial bullying (‘I was called nasty names about my name or 
colour’), until the early 1990s there had been no systematic investigation relating 
to the victimisation of children and young people from minority groups. To date, 
there has been no large scale examination exploring the role of ethnic/cultural 
influences upon children’s and young people’s aggressive behaviour in school, nor, 
by the same token, has there been a large scale exploration of the school
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experiences of children with learning and/or motor disabilities. However, data has 
been collated from a number of smaller studies which suggests that children who 
are perceived to be ‘different’ (whether it be on the grounds of their racial or 
cultural background, religious beliefs, ability or learning/motor disability) have 
experienced and continue to experience harassment at school.
Ethnicity and school bullying
In his qualitative study of prejudice among British school children, Davey (1983) 
asked a group of African-Caribbean, Indian and White European children what 
colour they would prefer to be: without exception he reported that they all replied 
that they would prefer to be white. The stigma children attach to a person’s 
colour can be seen clearly in Cohn’s (1987) discussion of multicultural teaching. In 
this study Cohn catalogued the various pejorative terms used in everyday speech 
by children and young people when referring to cultural minority groups. Among 
13-17 year old pupils, she recorded 60 abusive terms that were racist, among the 
under 13s, she recorded no less than 40. Several recent studies of bullying (again 
conducted in the UK) have indicated that, in terms of its nature at least, there are 
discernible differences in the school experiences of Indian and Asian children when 
compared to those described at White European, reinforcing the view that race and 
ethnicity remain strong antecedents of bullying behaviour. (Kelly and Cohn, 1988; 
Malik, 1990; Moran, Smith, Thompson and Whitney, 1993; Boulton, 1995)
In one particular study, Kelly (1988) surveyed 902 Black (African- 
Caribbean and Asian) and White (European) pupils from a Manchester school 
who were asked to complete a questionnaire focusing upon their personal 
experiences of teasing and bullying (especially name-calling and fighting), and their 
observations of the behaviour of other pupils. Each pupil was asked to list three 
names that made them ‘angry or miserable’, and to list those names they had heard 
most frequently in the school yard or playground (see Troyna and Hatcher, 1992, 
p. 33). Of the 2,706 potential responses received from pupils relating to names 
that made them ‘angry or miserable’, only 154 were racially abusive (the greatest 
number of responses - 440 - were names that were ‘anal or sexual’ in origin). 
However, as Table 1 demonstrates, of the names pupils heard most frequently at
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school, Kelly (1988) reported that 72% related to ethnicity, race or religious 
beliefs:
TABLE 1: Names Most Frequently Heard At School (Kelly, 1988, p. 17)
Names Heard At School 1st Year 4th Year Total
1) ‘PakV 172 306 478
2) 'Nigger' 102 185 287
3) 'Black' 67 105 172
4) 'Chink' 24 47 71
5) ‘White’ 14 27 41
6) 'Yid' 8 26 34
7) Anal/Sexual 129 17 146
8) Miscellaneous 152 123 275
9) No response 644 551 1,195
10) Query 5 2 7
TOTMA 7,377 7,329 2,706
According to Troyna and Hatcher (1992), these results confirmed the view 
that racially abusive name-calling is part of ‘the repertoire of children’s discourse’ 
(p. 35), and, as the data demonstrates, it increased with age rather than decreased - 
a view shared by Cohn (1988) in her study of name-calling among 569 secondary 
school pupils. While Kelly’s study provides a valuable resource for exploring the 
nature of name-calling at school, the study itself left a number of important 
questions unanswered. First of all, it did not determine the frequency of racially 
abusive name-calling at school across a term or year. Secondly, it did not 
determine what proportion of ethnic/religious minority pupils experienced this 
form of abuse when they were at school. Finally, it did it seek to determine what 
proportion of the pupil population actively participated in racial name-calling and 
abuse.
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In contrast to Kelly’s (1988) study, Boulton (1995) explored the nature 
of both intra-group and inter-group bully/victim problems among 156 school 
children aged between 8 and 10 years, of whom 53 were described as ‘Asian’ and 
103 as ‘White’ (p. 280). In this study, pupils were interviewed by the researcher 
who asked them to nominate peers who they perceived to be either 'bullies ' or 
'victims Each pupil was then asked to indicate the race of a preferred partner 
when engaged in a shared activity (e.g. to have in her/his team for a game), and, 
using Davey’s (1983) method of eliciting racial stereotypes, they were also asked 
to ascribe positive traits (e.g. ‘works hard’, ‘friendly’, ‘clean’) and negative traits 
(e.g. ‘lazy’, ‘tells lies’ and ‘dirty’) to photographs of unfamiliar children from 
different ethnic backgrounds. Finally, a subset of 60 pupils (30 ‘Asian’ and 30 
‘White’) were asked about the different types of bullying behaviour they had 
experienced at school.
While Boulton (1995) found that there was some intra-group bullying 
occurring among ‘Asian’ and ‘White’ children (9.5% and 10.3% respectively), 
significantly more bullying was perpetrated by those he described as ‘other-race 
school mates’ (p. 287). Of those pupils bullied at school, ‘White’ children 
received significantly more abuse about the colour of their skin (80%) from other 
race school mates than ‘Asian’ children (33%). On the other hand, ‘Asian’ 
children reported much more social exclusion (53%) than their ‘White’ 
counterparts (17%). Interestingly, no significant differences were found between 
the groups in terms of being hit, kicked or pushed, or being teased.
Although Boulton’s (1995) findings are in general agreement with those of 
Kelly (1988), both studies were drawn from inner city schools with catchment 
areas serving large communities from the Indian subcontinent, Africa, Asia and the 
Caribbean. Given the sampling frame and the fact that pupils were likely to have 
been exposed to cultural variation from a relatively early age, the data collected by 
these researchers may have been skewed towards an under-representation of the 
problem (i.e. in less diversely populated areas, pupils from ethnic minorities may 
experience greater harassment as a consequence of peers’ lack of exposure to 
cultural/racial/religious variation). Having said that, one of the strengths of
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Boulton’s study is that he attempted to verify the accuracy of his data by 
undertaking a measure of test-retest reliability with 15 participants who were 
interviewed 3 to 5 days after their initial meeting. As the Kappa coefficients 
attest, peer nominations for both ‘bullies’ and ‘victims’ remained stable across 
time (peer nominations of ‘bullies ’ - mean£= .89; peer nominations of ‘victims ’ - 
mean K= .91), as did the pupils’ decisions about the preferred race of partners for 
shared activities (r(s) = 1.0).
As mentioned above, Kelly’s (1988) study left a number of questions 
unanswered, particularly that relating to the frequency of racial name-calling at 
school. While Boulton (1995) provided an index of the number of pupils involved 
in racial name-calling (as well as providing much needed information about other 
forms of racial abuse) it was unclear how often such behaviour occurred in school. 
In one piece of qualitative research conducted by Moran et al. (1993) with 66 
children (33 ‘Asian’ and 33 ‘White’) attending primary school, although rates of 
racial name-calling were found to be very low indeed (6/33 for ‘Asian’ children and 
0/33 for ‘White’ children), overall 38% of this sample reported being bullied 
‘sometimes’ or more often - a markedly higher percentage than expected. While 
this figure included the 6 ‘Asian’ pupils who reported being racially bullied, the 
authors argued that the higher rate they found (when compared to those quoted by 
Ahmad et a l, 1991, or Whitney and Smith, 1993) was significant, and may have 
been due not so much to the ethnic background of pupils, but to the fact that 18% 
of the children they interviewed who were bullied at school (12/66) also held 
statements of special educational needs.
Special educational needs and school bullying
According to Whitney, Nabuzoka and Smith (1992), children with special 
educational needs are at particular risk from bullying behaviour. This point of 
view is supported by research conducted both in the UK (Nabuzoka and Smith, 
1993; Thompson, Whitney and Smith, 1994) and Eire (O’Moore and Hillery, 
1989). In one study, Nabuzoka and Smith found that children with moderate 
learning difficulties were four times more likely to be nominated by their peers as 
victims of bullying behaviour (33%) than those children without such difficulties
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(8%). A similar pattern was found by O’Moore and Hillery (1989) in their study 
of bullying in Dublin schools: children who attended remedial classes were nearly 
twice as likely to report being victimised regularly (‘once a week’ or more) than 
children in the mainstream (12% and 7% respectively).
Nabuzoka and Smith (1993) have argued that one of the reasons why 
children with special educational needs experience much more bullying than their 
non-statemented peers relates to the fact that they have few social support 
networks. According to Martiew and Hodson (1991), in their study children with 
special educational needs were more likely to be left alone in the playground 
during lunch- and break-times and had made fewer friends when compared to non- 
statemented children. In addition, as Nabuzoka and Smith found, children with 
learning difficulties tended to rated less popular and more rejected by their peers 
than more able children - a finding mirrored by O’Moore and Hillery in Eire 
(1989).
While Nabuzoka and Smith’s (1993) study suggests that children with 
special educational needs are bullied much more frequently than children in the 
mainstream, research focusing upon children with physical or motor difficulties or 
disabilites who attend integrated schools has been less emphatic. Although, in one 
early report, Olweus (1978) commented that 75% of those children he identified 
as victims of bullying behaviour suffered from motor co-ordination problems (so- 
called ‘clumsy children’), the nature of their motor co-ordination difficulties was 
not discussed any further. Indeed, little consideration was given in the text to the 
definition of the term ‘clumsy’, and little mention was made of the method of 
assessment used to determine the children’s level of motor ability. As far as it is 
possible to determine, Olweus (1978) drew heavily upon the fact that male 
victims (who he described as ‘whipping boys’) were physically weaker than their 
aggressors which, together with ‘a certain sensitivity and anxiousness, lack of 
assertiveness and self-esteem’ (p. 140), he believed contributed to their social 
rejection at school. However, such a profile does not necessarily equate with 
motor deficiency. It could also be argued that children, especially boys, who are 
physically weaker than their peers, and are anxious in social situations, are more
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likely to fail or, at the very least, are likely to be perceived as being unable to 
compete effectively with their peers in activities such as sports where good eye- 
hand co-ordination is required. If one takes this hypothetical scenario to its logical 
conclusion, such a negative appraisal by peers and, correspondingly, by teachers 
could result in a boy being relegated or otherwise passed over in sporting activities 
which would not only promote further the popular perception of his poor co­
ordination skills, but also deny him the opportunity to practice those skills and 
thus improve upon them. Such a scenario would have notable ramifications for a 
researcher using peer or teacher nomination strategies as a means of identifying 
both the perpetrators and victims of peer rejection at school. In this respect, it 
would seem that Olweus has inadvertently bought into a self-fulfilling prophecy: 
one that has existed on the sports fields of many schools for a number of years.
Overall, Olweus’ (1978) observation about the motor ability of the victims 
he identified in his research is more diversionary than informative, and does not 
provide evidence relating to whether or not children with physical or motor 
difficulties or disabilities are bullied at school any more or less frequently than 
their able-bodied peers.
In one study conducted by Anderson, Clarke and Spain (1982), young 
people with motor disabilities were asked to describe their experiences of 
attending both integrated and special schools. Overall, 119 teenagers were sampled 
(89 were diagnosed as having Cerebral Palsy while 30 suffered from Spina Bifida). 
According to Anderson et a l, many of the young people who were interviewed 
reported feeling unhappy, worried and isolated from their peers. Very few who 
attended state schools with able-bodied teenagers reported sustaining friendships 
outside the classroom, and most said that ‘watching television’ was their only 
recreational activity. Overall, 30% of those young men and women who attended 
integrated schools reported being teased because of their motor difficulties while 
others said that peers imitated their gait in the playground during lunch- and 
break-times. Surprisingly, Anderson et al argued that the young people they 
interviewed were likely to have been more sensitive about their disabilities and, as
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a result, they may have over-estimated their experiences of being bullied because 
they felt very ‘different’ from their able-bodied peers.
Within special schools, Anderson et a l (1982) found that 12% of 
participants said they had been bullied. For example, one young woman who 
suffered from Cerebral Palsy reported being physically assaulted by a group of 
pupils while another, who was confined to a wheelchair, reported having her 
transistor radio placed out of reach by one peer who chided her for being too slow.
Although, within integrated schools, the authors did not believe that 
physical disability increased participants’ likelihood of being bullied by able- 
bodied peers, they acknowledged that when bullying did take place, it was the 
nature of the disability that attracted the perpetrator(s) rather than the victim’s 
behaviour or personality. However, within special schools (where all the pupils 
suffered from some form of learning or motor disability) they argued that the 
converse was true: the disability had little or no significance, and perpetrator(s) 
were attracted by the child’s or young person’s personality.
Anderson et a l ’s conclusions are contentious: they suggest that the 
disabled children who participated in their study over-reacted when they were 
being teased by their able-bodied peers, and that those who attended special 
schools were no more likely to be bullied than any other child or young person. 
Yet, without appropriate data for comparison (i.e. rates of bullying experienced 
by able-bodied pupils who attend schools that have a policy of integrating 
disabled pupils into the classroom) there would seem to be little substance to their 
first conclusion. If one takes, as an example, Whitney, Smith and Thompson’s 
(1994) study of the experiences of 93 pupils with special educational needs 
(including children which physical disabilites, visual and hearing impairments) 
who were matched with 93 mainstream peers, their results demonstrated that 
those pupils with statements of special educational needs experienced much more 
bullying at junior/middle school (62% and 48% respectively) and secondary 
school (59% and 16% respectively) ‘sometimes’ or more often. In secondary 
school particularly, Whitney et al found that pupils with special educational
Chapter 1: Bullying and Victimisation at School 18
needs were almost three times more likely to be bullied regularly (‘once a week’ or 
‘several times a week’) than their mainstream peers (30% and 11% respectively). 
While this finding does not provide conclusive evidence of the inappropriate 
nature of Anderson et al.’s conclusion, it does suggest that children who have 
learning difficulties or physical impairments are much more likely to be the 
victims of peer aggression than their able-bodied mainstream counterparts.
Anderson et aVs  (1982) second conclusion - that those pupils who 
attended special schools were no more likely to be bullied than any other child or 
young person - also requires consideration. In their discussion, Anderson et al 
cited the child’s or young person’s personality as being a key factor in the 
determination of their victim status. However, where they used the term 
personality, in effect they were describing temperament - a factor Olweus (1978, 
1993b, 1994) has also linked with victim status (and one which he has also 
intermittently described as ‘personality’).
Temperament and school bullying
The temperamental correlates of victim status have already been alluded to briefly 
in the discussion of ‘clumsy children’ (see p. 15). In two key studies, Olweus 
(1978,1993b) has discussed the impact of temperament upon the social status of 
children in school. He has characterised victims of bullying as having a ‘weak 
temperament’ (Olweus, 1993b, p. 321), a disposition he described as, ‘quiet, calm 
and placid’ (p. 321), and one which he correlated with particular parental 
attachments (an over-protective mother and a distant, negative father). Evidence 
for this association was provided via two path models (illustrated below) which 
were based upon an analysis of data collected from two samples of young men 
aged 13 years (see Figure 1) and 16 years (see Figure 2).
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FIGURE 1: Path Diagram for Determinants of Degree of Victimisation by Peers at Age 13 (N =76)
(Source: Olweus, 1993b, p. 323)
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Although, at best, both models accounted for approximately 20% of the 
variance in the degree to which an individual was victimised by their peers, 
Olweus (1993b) has argued that the similarities he found between them (in terms 
of variable loadings) are illustrative of the general validity of the model. Based 
upon this analysis, he has argued that a ‘weak temperament’ in a boy or young 
man results in his mother’s overprotective behaviour, and, to a certain extent, his 
infantilisation. At the same time, the boy’s temperament also results in a negative 
appraisal from his father, and later contributes to the inability of father and son to 
find some common ground upon which to build or maintain their relationship. 
Ultimately, the lack of identification a boy or young man feels towards his father 
will reinforce the bond he has with his mother, and, according to Olweus, may 
result in him experiencing difficulties in asserting himself in ‘traditionally boyish 
or masculine ways’ (p. 324).
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FIGURE 2: Path Diagram for Determinants of Degree of Victimisation by Peers at Age 16 {N =51)
(Source: Olweus, 1993b, p. 324)
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To date, apart from the above path models, which are themselves, 
contentious (see below), there has been little verification of Olweus’ hypothesis 
(itself based upon unpublished and, therefore, unreviewed interview data). Indeed, 
while a number of other researchers have found similar temperamental 
characteristics among the victims of bullying in their various studies (see 
Bjôrkqvist et a l, 1982; Lagerspetz, Bjôrkqvist, Berts and King, 1982; Perry, 
Kusel and Perry, 1988; Farrington, 1993; Boulton and Smith, 1994), as Olweus 
has conceded, ‘it is reasonable to assume that such tendencies toward 
overprotection (on the part of a mother) are both a cause and a consequence of 
bullying’ (Olweus, 1994, p. 1179). Hence, it remains unclear whether or not the 
‘weak temperament’ of a child or young person is an antecedent rather than an 
outcome of bullying behaviour.
In terms of the path models Olweus (1993b) presented as evidence of the 
association between ‘weak temperament’, maternal overprotection and bullying 
behaviour, his interpretation of the direction of causation is also questionable. 
According to Bryman and Cramer (1997), one of the weaknesses of observed 
variable path modelling (using step-wise or multiple regression) is that it does not 
give an indication of the direction of the effect one independent variable has upon
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another. While the beta (j3) coefficient may be suggestive of causation, as both
figures 1 and 2 illustrate, the link between a mother’s overprotection and poor 
identification with father (although implied) has not be explored, nor, by the same 
token, do we know whether or not the overprotective nature of one parent’s 
behaviour would have the effect of forcibly alienating the other. As Olweus 
himself pointed out, while he believed that the weak temperament of a child 
facilitates maternal overprotectiveness, it is just as feasible to assume that the 
reverse is also true, and that maternal overprotectiveness results in the 
temperamental weakness of the child (Olweus, 1994).
Based upon these observations, the role of temperament or, to use 
Anderson et alCs (1982) term, ‘personality’ in the definition of victim status is 
unclear. Furthermore, since Anderson et aVs  earlier comments were based upon 
their subjective interpretations of the behaviours of pupils attending special 
schools, without substantive evidence to support their argument, such 
observations would seem somewhat speculative.
Gender roles, sexuality and bullying at school
In Kelly’s (1988) study of racism in a Manchester school (discussed above), she 
described the most common form of name-callingthat made pupils either ‘angry or 
miserable’ as ‘anal or sexual’ (Troyna and Hatcher, 1992, p. 33). Despite the 
higher prevalence of racist names (72% of the total number of names reported), 
pupils were nearly three times more likely to say that they had been hurt by an 
‘anal’ or ‘sexual’ name (440) than a name that related to their race, ethnicity, 
religious beliefs or cultural background ( 154).
Askew and Ross (1988) have argued that children’s greater sensitivity to 
sexual name-calling arises from the fact that it is a direct attack upon the character 
of the individual rather than their racial, cultural or religious backgrounds. In their 
study of sexism in an all boys school, Askew and Ross noted that any physical 
interaction between two boys, other than an aggressive interaction, was likely to 
be construed as a sign of weakness on the part of one or both boys, and would, 
more often than not, result in them being called names such as ‘poof and ‘queer’
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(p. 37). Yet, despite Kelly’s (1988) findings demonstrating the effect such names 
have upon young people, Askew and Ross have argued that names of a sexual 
nature continue to be prevalent within the school yard or playground because they 
have become part of everyday banter, especially among men. This is a view 
supported by Mac anGhaill(1994).
In his five year qualitative study of the experiences of pupils attending an 
English secondary school. Mac an Ghaill (1994) considered the role of the 
educational establishment as a ‘masculinizing agent’ - a vehicle for the promotion 
of one set of values and ideals (i.e. male) above all others (p. 1). In this study, the 
socio-political framework around which the pupils’ narratives were explored, 
presented the English secondary school as one where weakness was deemed as 
being anything that was not masculine or heterosexual. As one pupil (Helen) 
recounted:
The men teachers are always at it. Showing you up if you get higher marks than 
the boys in tests. They say they are only joking but they never do it to the 
boys. What’s funny is that the boys are supposed to be better than us, so they 
have to make us feel bad if we come higher (p. 126)
A similar view was expressed by another pupil (Sharon) who said:
The men teachers are always shaming up the boys, saying that they’re acting 
like girls, and if the boys are being soft, the teachers say, ‘I’ll get you two 
married oft” (p. 126).
Although Mac an Ghaill (1994) conceded that the school in which he 
conducted his study had recently gone through a process of reformation where 
education was being linked to the development of key vocational skills for all 
pupils, he argued that such a reformation had in fact resulted in the 
‘remasculinization’ of the curriculum, and ‘the under-representation of female 
students’ (p. 116).
We’ve told some of the teachers in PSE lessons, when they ask you what you 
think of the school, that we should be allowed to use the computers more. It 
would help us just the same as the boys when you go out for jobs. Some of the 
women teachers agree but there’s not much they can do. But most of the 
teachers just take the boy’s side even though they don’t admit it. When Miss 
Harrison asked about single-sex lessons, the other teachers went mad. But on 
the new courses, it’s nearly all boys and no-one says that’s wrong (p. 118).
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Throughout his study. Mac an Ghaill (1994) suggested that the secondary 
school, by its very nature, had ignored or otherwise depreciated the intellectual 
and technological advancement of fifty per cent of its pupil population. However, 
he did not imply that this had been a wilful act on the part of teachers, rather that 
it was endemic within an educational system geared towards a more traditional 
view of gender roles, as the following excerpt from an interview demonstrates (p. 
116):
M an G: Why do you think that there are so few girls doing IT
[Information Technology]?
Mr Jones: Well obviously the boys are naturally more interested. I
personally think it’s a shame because we have tried different 
things to get them [girls] in.
M an G: When you say that boys are naturally interested, what do you
mean by that?
Mr. Jones: Well you know it’s a boys’ area. Traditionally they have
chosen the area. They have more interest in machines, 
technical matters. It fits in more with their lives I suppose.
Mac an Ghaill (1994) has suggested that such traditional attitudes and 
beliefs are not only reinforced across genders, but as the penultimate quotation (p. 
22) demonstrates, they are also being reinforced from within. For example, as 
previously mentioned, Askew and Ross (1988) noted in their study that a boy 
who portrayed behaviour that was anything other than aggressive when interacting 
with other boys would sometimes given the label of ‘poof or ‘queer’ by his same- 
sex peers because he was not living up to his gender expectations (p. 37). 
Similarly, as Sharon (quoted above, p. 22) commented, boys who were being 
‘soft’ in class would occasionally be ridiculed by teachers who would draw 
attention to their perceived inappropriate behaviour by saying, ‘I’ll get you two 
married o ff (Mac an Ghaill, 1994, p. 126). According to Amot (1994) within 
male-dominated societies, and, indeed, their microcosmic representations (e.g. 
schools), while femininity is ascribed, masculinity and, ultimately, manhood have 
to be earned through a process of ‘struggle and conformation’ (p. 145). As Arnot 
argued:
Not only do they have more at stake in such a system of classification (i.e. male 
power) but they have to try and achieve manhood through a process cf
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distancing women and femininity from themselves and maintaining a hierarchy
of social superiority of masculinity by devaluing the female world (p. 145).
Mac an Ghaill (1994) also pointed out that this process, which actively 
disassociates women from the world of men, also repudiates those men who ‘love’ 
other men, because they do not live up to the collective interpretation of 
manhood:
Ifl was gay, I would try to change. I’m not against gays as long as they don’t
touch me (p. 94).
It is interesting to note, that the negative attitudes expressed by the boys 
in Mac an Ghaill’s (1994) study (such as the one quoted above) were as much the 
result of their fear of contamination (i.e. becoming ‘gay’ themselves) as they were 
their unease with the intimate aspects of gay male relationships (p. 95):
Jim: I just hate ‘bum boys’. When I think of them it makes want
to puke. When I see two guys holding hands or peçking each 
other on the cheek, I have to turn away. I feel dead sick.
M an G: Have you ever seen gays doing this?
Jim: No. But if I did I would. They must be looking at you,
undressing you in their minds. They’re just sick.
M an G: Why do you feel gays are so bad?
Jim: They just are. It’s a strong feeling inside of me, inside any
normal people.
M an G: I don’t have that feeling.
Jim: Well it’s different for you, you talk with all sorts of people
and you’re soft. Like the kids all say, you always take the
black kids’ side and the teachers are afraid of you.
M an G: I don’t understand what you’re saying.
Jim: It’s like you look after the weak ones, so you’ve probably
been affectedby it and you see things different.
From the excerpt quoted above, it is evident that Jim had developed a clear 
rationale relating to why he disliked ‘gays’ so much - ‘They must be looking at
you, undressing you in their minds’ - and he defended his views by suggesting
that were akin to those of, ‘any normal people’ (Mac an Ghaill, 1994, p. 95). 
When Mac an Ghaill later questioned him about the universality of such attitudes,
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Jim argued that Mac an Ghaill’s failure to dislike ‘gays’ was a result of his interest 
in the welfare of ‘weak ones’, and, as he went on to say, ‘you’ve probably been 
affected by it and so you see things different’ (p. 95).
Although many of Mac an Ghaill’s observations are drawn from his own 
subjective study of one secondary school, they have been supported by other 
qualitative researchers and educational theorists both in the UK and overseas (see 
Griffin, 1985; Connell, 1992; Epstein, 1994; Unks, 1995; Schneider, 1997; 
Duncan, in press). However, as the following discussion demonstrates, there have 
been but a few quantitative investigations illustrating how the anti-gay attitudes 
expressed by young men such as Jim (cited above) impact upon the educational 
experiences of those pupils who identify or are identified by others as lesbian, gay 
or bisexual.
Lesbian, gay and bisexual pupils ’ experiences o f school
One of the first studies to address specifically the experiences of lesbian, gay and 
bisexual youth in secondary school was conducted in the United Kingdom by the 
London Gay Teenage Group for the Inner London Education Authority (see 
Warren, 1984). This study had four main objectives: (i) to offer an insight into the 
pressures lesbian, gay and bisexual teenagers faced in schools around the capital; 
(ii) to identify the ways in which they were discriminated against in the 
classroom; (iii) to demonstrate the positive contribution they could make to the 
school environment; and (iv) to offer recommendations on ways to challenge the 
traditionally held negative connotations of homosexuality prevalent within 
society. However, it is the first and second of these objectives that are applicable 
to the present study, and consideration is given to the relevant findings in the 
following paragraphs.
Warren’s (1984) study was only one aspect of a much larger investigation 
into the lives of young lesbians gay men and bisexual men and women living in the 
capital. Over the course of a year, some 416 young lesbians and gay men 
completed detailed questionnaires about their experiences of growing up which 
were published in three separate reports during 1984 (see Trenchard, 1984;
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Trenchard and Warren, 1984; Warren, 1984). Based upon the data provided by the 
young lesbians, gay men and bisexual men and women surveyed, Warren found 
that 39% of participants (164) had experienced ‘problems at school’ which 
including bullying (p. 12), or had faced pressure to conform because of the gender 
atypical behaviour. When these results were explored further, of the 154 
participants (115 gay and bisexual young men and 39 lesbian or bisexual young 
women) who had specified the nature of the ‘problems’ they had encountered, 
25% (28 young men and 10 young women) said that they felt isolated at school 
and had nothing in common with their peers, 21% (29 young men and 2 young 
women) reported having been called names or otherwise verbally abused, 13% (15 
young men and 5 young women) said they had been teased, 12% (18 young men 
and 1 young woman) said they had been physically assaulted, a further 7% (7 
young men and 4 young women) recalled being ostracised (deliberately) by their 
peers, and another 7% (5 young men and 6 young women) said that they had been 
pressured by peers to change their behaviour. A further 15% (13 young men and 
10 young women) indicated that their had been bullied or pressured in ‘other’ 
ways which were not specified in the report.
While all three reports provide a useful framework upon which to build a 
picture of the difficulties young lesbians, gay men and bisexual men and women 
face as they come to terms with their sexual orientation, very little information is 
provided by the researchers relating to the methods they used to gather their data. 
In the absence of a discussion of sampling strategies, it seems more than likely 
that data was collected largely from a convenience sample of young lesbians, gay 
men and bisexual men and women affiliated to the London Gay Teenage Group 
who, it may be inferred, were relatively open about their sexual orientation at the 
time.
By comparison, in the United States, several empirical investigations have 
been undertaken, often with the support of the state or national legislature, 
investigating the experiences of young lesbians, gay men and bisexual men and 
women at school. For example, in their study of anti-gay/lesbian abuse in schools 
across the state of Pennsylvania (which consisted of 461 gay men and 260
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lesbians). Gross, Aurand and Adessa (1988) noted that 50% of the gay men who 
were surveyed and 12% of the lesbians had experienced some form of 
victimisation in junior high school (12-14 years), rising to 59% for gay men and 
21% for lesbians in high school (14-18 years). According to Berrill (1992), from 
the evidence collected by various state and national task forces and coalitions at 
the time, estimates of the prevalence of school-based victimisation for lesbian, gay 
and bisexual youth resident in the US ranged from 33% (N = 167; Aurand, Adessa 
and Bush, 1985) to 49% (A =721; Gross e ta l, 1988).
Much of the data gathered by researchers working for state or national task 
forces has been criticised for its unrepresentativeness and its mode of publication 
(unreviewed reports rather than peer reviewed journal articles; see Muehrer, 
1995). In terms of representativeness, while many of the state reports have been 
based on small scale localised studies (ranging from 133 to 1,363 participants) 
which were often reliant upon the participation of lesbian, gay and bisexual youth 
who had already disclosed their sexual orientation to their family, teachers and 
peers (a process commonly referred to as ‘coming out’), some of those reports 
that are based upon national surveys have used random samples with sizes that 
would normally be considered illustrative of population trends. For example, the 
National Gay and Lesbian Task Force (1984) sampled 2,074 youth from eight 
cities in the United States, of which 37% indicated that they had been victimised 
by peers in either junior high school or high school.
More recently, Pilkington and D’Augelli (1995) in their survey of 194 
lesbian, gay and bisexual youth (142 young males and 52 young women; aged 
between 15-21 years) attending 14 community groups across the US, found that 
30% of gay and bisexual young men and 35% of lesbian and bisexual young 
women had experienced harassment or verbal abuse in school because of their 
sexual orientation. In terms of physical assault, 22% of young men and 29% of 
young women reported having been hurt by a peer: when these results were 
broken down further, Pilkington and D’Augelli found that white students were far 
more likely to be attacked (27%) than those from other cultural groups (19%). In 
terms of social support, the researchers found that 43% of the young men and
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54% of the young women surveyed has lost at least one friend as a result of their 
actual or perceived sexual orientation while a further 36% and 27% respectively 
feared they would lose their friends if they were ‘open’ about their sexual 
orientation.
In a more a more recent national postal survey of 4,216 lesbians, gay men 
and bisexual men and women living in the UK, Mason and Palmer (1996) found 
that, of those respondents under 18 years of age (N = 84), 40% of all violent 
attacks had taken place at school, with 50% of those being perpetrated by same or 
similar aged peers. Although this group was very small (primarily as a result of 
the survey being distributed via the lesbian and gay press), the results did show 
that approximately one quarter of those young lesbians and gay men who 
completed questionnaires had been physically assaulted by their peers, with just 
under half reporting having been harassed (44%) and well over three quarters 
(79%) having been called names because of their actual or perceived sexual 
orientation.
Similar results have been found in small-scale studies focusing upon the 
experiences of lesbian, gay and bisexual adolescents growing up in the US (see 
Remafedi, 1987). For example. Sears (1991) reported that, of the 36 young 
lesbians, gay men and bisexual men and women he questioned, 35 recalled their 
classmates having negative attitudes towards homosexuality or bisexuality, and 
that most feared being victimised or harassed if they ‘came out’ in high school. 
This is a view shared by participants in Pilkington and D’Augelli’s (1995) study: 
28% of young men and 19% of young women indicated that their degree of 
openness about their sexual orientation was influenced by the fear of physical 
violence being directed against them. However, as Fricke (1981) pointed out in his 
autobiography, it is not just physical violence with which lesbian, gay and 
bisexual pupils have to contend:
One day while sitting in a science class, I happened to glance around the room 
and detect a fellow class-mate glaring at me. I overlooked it at first, but ten 
minutes later I noticed he was still staring. His name was Bill Quillar. He must 
have been a quiet student because I had hardly ever taken notice of him before. I 
never saw him fraternizing with anyone else. He was a small student, not 
intimidating in size, but the look in his eyes was petrifying. He stared at me
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with an uninterrupted gaze that could melt steel. It was a look of complete 
disgust. I ignored him. but the next day he was staring again, and the next...and 
the next...and the next (pp. 28-29).
Although much of the research cited in this chapter has focused upon 
victimisation perpetrated by peers, Pilkington and D’Augelli (1995) also found 
that 7% of their sample reported being hurt by a teacher, especially the young 
women (11% for women and 7% for men). They also found that those students 
who were from cultural minority groups were more likely to report abusive 
behaviour by teachers than white students (10% and 6% respectively). In the UK, 
both Warren (1984) and Mac an Ghaill (1994) have reported that, although 
teachers did not actively engaged in any form of physical, verbal or emotional 
abuse, they had ridiculed pupils who exhibited gender inappropriate behaviour 
and, on occasions, had been less than supportive when approached for help as the 
following excerpts demonstrate:
The Head of Sixth Form, who warned that I might get expelled, enquired if I 
had been dropped on my head as a baby (Warren, 1984, p. 17).
I went to a teacher and told him that I thought I might be gay. He said, no I 
mustn’t think like that, it was just a phase all boys went through (Mac an 
Ghaill, 1994, p. 168).
Overall, Pilkington and D’Augelli’s (1995) study together with that of the 
National Gay and Lesbian Task Force (1984) has provided good constructive 
validation for Warren’s (1984) findings: all three studies have suggested that 
approximately one third of young people who are lesbian, gay or bisexual are 
victimised or bullied at school because of their sexual orientation. Having said that, 
Pilkington and D’Augelli have acknowledged that their sample was largely 
haphazard, and this has raised questions about the applicability of their findings 
to the lesbian, gay and bisexual population generally: they distributed 500 
questionnaires to 14 metropolitan community groups (identified in a gay resources 
guide; Preston, 1991), of which 221 (44%) were returned with 194 (39%) 
eventually being included in the survey results.
According to Neuman (1994) for a non-probability sample to be 
considered an accurate reflection of the experiences of a homogenous group, using
Chapter 1: Bullying and Victimisation at School 30
the ‘rule of thumb’ technique, a return rate of 30% would have to be achieved 
where the sampling frame is less than 1,000. However, the size of the sample 
would have to be increased considerably if it were considered heterogeneous. In 
Pilkington and D’Augelli’s (1995) study, while their eventual sample of 194 may 
be considered homogenous in terms of their sexual orientation (i.e. they were 
lesbian, gay or bisexual), not all participants had shared similar baseline 
experiences and, therefore, one should exercise caution in interpreting the results. 
(It must be acknoweldged here, however, that, Pilkington and D’Augelli did 
attempt to ensure the homogeneity of their sample as much as possible, reducing 
their sample size by 5%)
While it could be argued that the findings from the surveys conducted by 
the National Gay and Lesbian Task Force (1984) and Warren (1984) have greater 
validity because of their larger samples, in the case of Warren’s study for example, 
the reader is not provided with any information relating to the number of 
questionnaires distributed by the researchers), and, therefore, there is no way of 
determining the appropriate size or ‘power’ of the sample necessary to make 
generalisations relevant to the lesbian, gay and bisexual school-aged population. (A 
more detailed discussion of sampling is provided in Chapter 3, pp. 141-154).
One of the strengths of Pilkington and D’Augelli’s (1995) study is that it 
also explored the incidence of harassment outside the school gates whereas other 
studies of peer victimisation have largely focused on the incidence of ‘mobbing ’ or 
‘bullying’ within. Although both Olweus (1991) and Whitney and Smith (1993) 
provide detailed information relating to the location of bullying at school, pupils 
were only provided with the optional response ‘other’ if they had been bullied 
elsewhere. While Whitney and Smith reported that 10% of those pupils who 
reported being bullied by peers said that it occurred in locations other than school, 
little is known about the nature or frequency of such behaviour.
With respect to lesbian, gay and bisexual young people, Pilkington and 
D’Augelli (1995) have provided data on victimisation and harassment for locations 
both within and without the school. For example, they found that, of those young
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people with work experience (92%), 46% said that they had felt it necessary to 
hide their sexual orientation at work, although only 3% of their sample had 
actually experienced abuse at the hands of their employers because of their sexual 
orientation. Concomitantly, 36% had either been insulted or otherwise degraded in 
the home by a member of their immediate family. When these results were 
analysed further, they found that 22% of young women and 14% of young men 
had been verbally abused, and that 18% and 8% respectively had been physically 
assaulted by a member of their family. When asked to identify the perpetrators of 
such behaviour, participants reported that mothers (22%) were more likely to be 
abusive to their children than fathers (14%), brothers (16%) or sisters (9%). It 
was also found that mothers were far more protective towards their lesbian, gay or 
bisexual child (25%) than fathers (13%), brothers (11%) or sisters (10%).
If one takes an overview of the nature and frequency of victimisation 
experienced by the lesbian, gay and bisexual youth who participated in Pilkington 
and D’Augelli’s (1995) study (see Table 2), it is interesting to note that young 
‘White’ lesbians, gay men and bisexual men and women experienced more frequent 
victimisation (three or more incidents of aggression) than persons of colour. In 
addition, the results outlined in Table 2 also demonstrate that the types of 
aggressive behaviours participants were exposed to were much more varied, and, 
potentially, much more physically harmful than those identified previously by 
researchers studying school bullying. Apart from anecdotal evidence (see 
Macdonald, Bhavnani, Khan and John, 1989) very little continues to be known 
about the number of assaults occurring both within and without schools involving 
a lethal weapon. Similarly, while there have been investigations relating to sexual 
assault within closed institutions (such as residential schools; see Watson, 1989), 
sexual assault, especially among children and young people, often goes unreported 
due to the shame attached to it (see Herbert, 1992; Ryan and Futterman, 1998; 
Sharp and Cowie, 1998).
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TABLE 2: Nature and Frequency of Victimisation for Lesbian, Gay and Bisexual Youth 
(adapted from Pilkington and D’Augelli, 1995, p. 40)
White Persons of Colour Total
Type (TV= 128) (N = 65)
!ii&
% % %
Verbal insults
Never 18 25 20
Once 17 19 18
Twice 10 21 14
More 55 35 48
Threat of attack
Never 47 74 56
Once 17 6 13
Twice 13 10 12
More 23 10 19
Vandalism
Never 72 87 77
Once 10 5 9
Twice 6 5 5
More 12 3 9
Objects thrown
Never 65 73 67
Once 14 19 16
Twice 8 2 .6
More 13 6 11
Chased or followed
Never 62 85 70
Once 18 8 15
Twice 7 3 6
More 13 3 10
Spat upon
Never 86 90 87
Once 7 6 7
Twice 2 2 2
More 6 2 4
Assault
Never 78 92 83
Once 5 2 4
Twice 6 2 4
More 12 5 10
Assault with weapon
Never 88 95 90
Once 3 0 2
Twice 5 3 4
More 4 2 3
Sexual assault
Never 75 84 78
Once 13 10 12
Twice 6 5 6
More .6 .2 .4
Given the wide-ranging nature of Pilkington and D’Augelli’s (1995) study, 
and the retrospective nature of some aspects of the questionnaire they distributed, 
especially for older lesbian, gay and bisexual youth (it will be recalled that ages
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ranged from 15-21 years; mean age 18.9 years), the absence of reliability indices 
(particularly with respect to early experiences of victimisation at school) suggests 
that this data should not be taken at face value. However, it should also be 
recognised that research involving difficult to access or vulnerable groups rarely 
provides the researcher with unlimited access, and, as a result, data is often only 
collected at one time point either by the researcher providing a service to a 
community group or organisation, or by enlisting the aid or support of an 
intermediate with access to the target group (e.g. youth or community worker).
Related to the above point, and as demonstrated by Pilkington and 
D’Augelli’s (1995) study, research conducted with lesbian, gay and bisexual 
‘youth’ has often included young women and men up to the age of 21 years. This 
has ultimately resulted in data being collected not only from school-aged 
populations, but as mentioned earlier, from young women and men who have 
either entered the work force, or embarked upon a course of study at a college or 
university (see D’Augelli, 1989a, 1992; D’Augelli and Rose, 1990; D’Emilio, 
1990; La Salle, 1992; Slater, 1993; Evans and D’Augelli, 1996). While the varied 
backgrounds of participants provides a number of methodological problems in 
terms of establishing the sample’s homogeneity, and in the generalisability of 
Pilkington and D’Augelli’s interpretations of their findings, nonetheless research 
conducted with the undergraduate populations of American colleges and 
universities has provided useful additional information on the nature and 
frequency of victimisation and harassment in the educational setting. For example, 
in his review of data collected from three cross-sectional studies undertaken at 
American universities {N = 560), Comstock (1991) found that 22% of lesbian and 
gay students surveyed reported having been followed or chased by peers (i.e. 
other undergraduates), 15% said that they had objects thrown at them, 11% 
indicated that they had been the victims of arson or acts of vandalism, a further 
4% had been physically assaulted, 3% had been spit upon, and 1% had been 
assaulted with a weapon. Based upon this data, Comstock estimated that students 
from sexual minority groups were four times more likely to be victims of assault 
or harassment than any other group on a university or college campus.
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Although Comstock’s (1991) results show that the victimisation of 
lesbian, gay and bisexual youth is much less frequent within the college or 
university context when compared with the data on school-based aggression (see 
National Gay and Lesbian Task Force 1984: Warren, 1984; Pilkington and 
D’Augelli 1995; Mason and Palmer, 1996); concerns relating to the increased 
likelihood of young people being assaulted or harassed on campus because of their 
sexual orientation were reinforced significantly by the murder, in October, 1998, 
of Matthew Shepard, a political science undergraduate at the University of 
Wyoming.
Comparable with the observations of both Warren (1984) and Mac and 
Ghaill (1994) relating to the prescriptive nature of secondary school education, 
and the gender roles and behavioural expectations it enforces, Evans and D’Augelli
(1996) have also noted that lesbian, gay and bisexual undergraduates often have to 
negotiate their sexual identities at college or university. Not only do they have to 
decide whether or not to ‘come out’ - particularly if they share accommodation or 
decide to join a fraternity/sorority - but, as the murder of Matthew Shepard 
exemplifies, they also have to decide how they are going to ‘manage’ their lives on 
and off campus in order to avoid threatening people and/or situations. In one 
particular study conducted at a large state university in the US, D ’Augelli (1992) 
demonstrated the difficulties 121 lesbian, gay and bisexual students faced living 
day to day on campus. He found that most had hidden their sexual orientation 
form their room mates (70%) and fellow students (80%), and 57% had also made 
specific changes to their lives to avoid harassment on campus. Such changes 
included avoiding gay clubs and venues or other well known lesbians and gay men 
on campus, or pretending to have a boy- or girl-friend who was a member of the 
opposite sex.
Such studies, together with those focusing on the experiences of young 
lesbians, gay men and bisexual men and women in the work force show that, 
unlike many of the findings from research on school bullying, where the 
discriminatory factor is one of sexual orientation, victimisation is not localised, nor 
does it necessarily end when a young person leaves statutory education. Yet, in
Chapter 1: Bullying and Victimisation at School 35
his longitudinal study of 71 former victims of bullying (all male) whom he 
followed up at 23 years of age, Olweus (1993b) found no indication of a 
systematic association between participants’ experiences at school and being 
bullied in early adulthood (e.g. at work, college/university). Furthermore, in terms 
of the internalising characteristics he associated with victim status (social anxiety, 
introversion, non-assertiveness and levels of stress), he argued that the young men 
in his study had ‘normalized’ in adulthood (Olweus, 1994, p. 1179), and thus he 
argued that the victimisation they experienced at school was a situational 
phenomenon rather than one grounded in the ‘personality’ (i.e. temperament) or 
individual characteristics of the victim. However, these results should be 
interpreted with some caution. Firstly, and as mentioned above, his sample was all 
male and, presumably, Caucasian (their ethnic/racial origins were not identified). 
Secondly, no data was provided relating to participants’ level of motor skill in 
childhood or adulthood or, indeed, their actual or presumed sexual orientation. 
Given that Olweus (1978) had previously argued that 75% of victims of school 
bullying were ‘clumsy’ children, the absence of an index of motor skill in 
childhood and adulthood, together with other relevant background data, suggests 
that ‘clumsiness’ may not necessarily be a determining factor in victim status (see 
pp. 15-16). Finally, as the following chapter demonstrates, Olweus’ (1993b) 
results have not reflected the findings of other researchers who have also 
investigated the long-term correlates of victimisation and harassment in a number 
of social settings, including those of the classroom and school yard.
Providing a Theoretical Framework for Understanding Bullying Behaviour
In their commentary on the origins of the Sheffield Anti-Bullying Project, Smith 
and Sharp (1994) described bullying as a ‘systematic abuse of power’ (p. 2). Their 
definition suggested that such ‘power’ was the result of the endemic competition 
that has existed between individuals and groups within various societies for a 
number of years. They argued that the way in which such ‘power’ was used was 
dependent upon a number of factors: it may have been a consequence of the 
physical strength, size, ability or force of personality of an individual; or a 
consequence of the hierarchical nature of a society wherein the numerical majority 
had the power to determine the conditions under which the numerical minority
Chapter 1: Bullying and Victimisation at School 36
coexisted. They argued further that the way in which this ‘power’ was used was 
both socially and culturally bounded, suggesting that what was acceptable 
behaviour for one society or culture may not have been so for another.
Over the last thirty years or so, much of the research in the field of school 
bullying has taken place within an applied framework with little or no reference to 
the theoretical arguments or debates that may have provided an insight into the 
antecedents of discrimination at school. However, the absence of such a theoretical 
framework was primarily a consequence of society’s concern about the high 
incidence of bullying behaviour at school, and its eagerness to counter such 
behaviour swiftly and effectively. It is only in more recent years that researchers 
have turned their attention to explaining bullying behaviour, and accounting for 
their findings through the application of various existing theories and ideas 
(Hawker, 1997).
In order to understand the causes of bullying behaviour, the remainder of 
this chapter will be devoted to an exploration of the theoretical contributions made 
by four academic disciplines (anthropology, ethology, psychology and sociology) 
to our understanding of the research discussed above, and particularly that relating 
to victimisation of young lesbians, gay men and bisexual men and women at 
school.
‘Scapegoating’and labelling theory
As previously stated in this chapter (p. 2), in the sixth century, the Greeks of 
Asia Minor, fearing the wrath of the Gods during times of warfare or hardship 
would seek out a member of their community (the ‘pharmakos’ or ‘scapegoat’), 
and offer her/him up as a sacrifice in atonement for their sins. The role of the 
‘scapegoat’ has been the subject of some interest within cultural anthropology for 
a number of years, and this has been due primarily to the fact that the person 
chosen to carry the burden of the community’s sins was perceived as having little 
value within that society, and was thus considered expendable:
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From time to time the gods would warn the King of Uganda that his foes the 
Banyoro were working magic against him and his people to make them die cf 
disease. To avert such a catastrophe the king would send a scapegoat to the 
frontier of Bunyoro, the land of the enemy. The scapegoat consisted o f either a 
man or a boy or a woman and her child, chosen because of some mark or bodily 
defect, which the gods had noted and by which the victims were to be 
recognised. With the human victims were sent a cow, a goat, a fowl, and a dog; 
and a strong guard escorted them to the land which the god had indicated. There 
the limbs of the victims were broken and they were left to die a lingering death 
in the enemy’s country, being too crippled to crawl back to Uganda. The 
disease or plague was thought to have thus transferred to the victims and to have 
been conveyed back in their persons to the land from which it came (Frazer, 
1923, p. 565).
According to Liddell and Scott (1893), it was not always the sickly who 
were sacrificed for the good of the community, occasionally a ‘scapegoat’ would 
be chosen from among those who had transgressed the community’s laws or moral 
code. Intrinsic to the survival of the community was the belief that ‘scapegoating’ 
would rid that society of its ‘evil’ or famine, and that the person who was chosen 
to be the ‘scapegoat’ was deserving of their punishment, torture and ultimate 
death. For example, in classical antiquity, Frazer (1923) notes that the Athenians 
regularly maintained a number of ‘degraded and useless beings at the public 
expense’, and when calamity befell to city state, ‘they sacrificed two of these 
outcasts as scapegoats’ (p. 579).
In his review of literature relating to ‘scapegoating’, Douglas (1995) 
determined that there were three essential elements relating to the role of the 
‘scapegoat’: (i) by her/his death, the ‘scapegoat’ would facilitate the reinstatement 
of members of the community to a position of favour by those they honoured (i.e. 
their gods); (ii) she/he would ensure the survival of that community; and (iii) 
her/his death would reinforce a particular belief system by way of example.
According to Douglas (1995), ‘scapegoats’ have been known by various 
names across the centuries: ‘sin eaters’, ‘whipping boys’, and ‘fall guys’ are but a 
few. However, it is the term ‘whipping boy’ which has recently become 
synonymous with bullying behaviour (see Olweus, 1978; Byrne, 1987, 1994; 
Hoover, Oliver and Hazier, 1992). Historically, the whipping boy’s role was to 
receive the punishment which otherwise should have been meted out upon his
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master. Dependent upon the nature of the transgression, the punishment the 
whipping boy received varied from floggingto the forfeiture of his life.
Interestingly, the sociologist Goffman (1969) argued that the process of 
transferring guilt or blame onto an innocent party has been employed by various 
societies and institutions in an attempt to retain their identity, strength and 
ideology. This can also been seen in Mac an Ghaill’s (1994) exploration of the 
‘masculinization’ of the secondary school (pp. 22-25). As previously discussed, 
in his study, not only were gender identities reinforced, ensuring the predominance 
of those who sought to achieve the goals of ‘manhood’ and ‘heterosexuality’ (p. 
23), but synonymous with the ‘scapegoat’ of centuries past, the fear of 
contamination among those who sought to achieve such goals can be seen in their 
abject dislike of those whom they perceived to be ‘gay’:
Ifl was gay, I would try to change. I’m not against gays as long as they don’t
touch me (p. 94).
Comparable with Goffman’s (1969) assertion that society continues to 
utilise ‘scapegoats’ in order to promulgate an institutional ideology, Aronson 
(1980) has argued that, in terms of today’s society, the continued existence of 
‘scapegoats’ and ‘whipping boys’ suggests that we still allow one person or a 
group of people to determine the comparative ‘worth’ of another’s life, and that 
this is due essentially to the hierarchical nature of the way in which we structure 
our social relationships. This view would certainly seem to be reinforced by Smith 
and Sharp’s (1994) definition of bullying (see below), although, they clearly 
suggest that there are a number of other factors which determine the social 
hierarchy in the school yard, and the ‘power’ relationships that entail:
There will always be power relationships in social groups, by virtue of strength
or size or ability, force of personality, sheer numbers or recognised hierarchy (p.
2).
The concept of ‘power’ is an important facet in our understanding of the 
social framework within which ‘scapegoating’ exists. Various researchers have 
commented upon the importance of certain types of ‘power’ as determining
Chapter 1: Bullying and Victimisation at School 39
factors in peer relationships (see Bjôrkqvist el al., 1983, Lagerspetz, Bjôrkqvist, 
Berts and King, 1982; Besag, 1989; Olweus, 1994). While some have argued that 
the degree of ‘power’ perpetrators of bullying have over their victims is a result of 
factors such as age, where older pupils are able to manipulate more effectively the 
social infrastructure (see Rivers, and Smith, 1994); others have suggested that it 
may be the result of a much more fundamental imbalance, and that the so-called 
'bully ’ may be of greater size or physical strength than her/his victim (Olweus, 
1973; 1993a). However, if one considers Mac an Ghaill’s (1994) interpretation of 
the nature of secondary school education, it can also be argued that a masculine 
dominated hierarchy built upon the demonstration of ‘strength’ and ‘power’ by 
its willing noviciates, will ultimately seek to make examples of those who do not 
live up to social or cultural expectations.
Yet, ‘scapegoating’ cannot explain all forms of bullying behaviour. The 
principle underlying the concept of a ‘scapegoat’ is, as Douglas (1995) pointed 
out, about ensuring the survival of the community by sacrificing one of its 
members. While Frazer (1923) provides numerous examples of cultures that 
sacrificed the disabled, the infirm, or the treacherous; they did not sacrifice all who 
met those criteria. In some cultures the ‘scapegoat’ was a willing sacrifice, a holy 
woman or man who gave up her/his life willingly for the betterment of all. 
Concomitantly, the act of choosing a ‘scapegoat’ was accepted by all those 
resident within the particular society or culture: it was not a practice that was 
shunned or repudiated by certain groups or classes. Indeed, if one takes, as an 
example, the victimisation of young people on the grounds of their race or colour, 
it is clear that such behaviour is not universally condoned, rather it is actively 
condemned. But, as Kelly (1988) and Boulton (1995) have demonstrated, it has 
also remained a feature of the daily existence of many school children. But, why 
should this be so? If a society and the institutions within it actively condemn such 
behaviour, then, the institutional form of ‘scapegoating’ to which Douglas (1995) 
referred cannot exist.
However, Besag (1989) provided an alternative context in which to 
consider ‘scapegoating’. She discussed it from the perspective of the individual
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pupil co-existing within a dual environment that consisted of the official (school) 
and unofficial (peer) hierarchies that govern daily existence. As Cotterell (1996) 
has argued:
Social behaviour is always in a context, and mediates between the structure cf 
the social situation and the psychological states of the participants. In the 
adolescent years, the formal contexts of schools and youth organisations provide 
settings which structure roles and relationships in quite in quite different ways 
from the informal leisure settings that are frequented by young people (pp. 1-2).
While Cotterell (1996) perceives the unofficial hierarchies to exist outside 
the boundaries of the school or youth organisation, as Rigby (1997) has 
demonstrated, a subculture that involves both social stereotyping and prejudice 
can also exist and flourish within. But, what is it that members of these unofficial 
hierarchies are seeking to achieve by victimising an individual? From a 
psychoanalytical perspective, Klein (1946) has argued that the act of aggression is 
a ‘projective process of transferring the unacceptable aspects of our own 
personality, which are normally repressed, on to another who is more vulnerable 
and who displays more overtly those very same characteristics’ (Besag, 1989, p. 
44). By way of contrast, Goffman (1968) has suggested that there exists a 
subliminal ‘ideal’ in every culture, and that those who do not live up to that ideal 
are considered inadequate. Within a subculture (such as that of the school yard or 
playground), that ideal (which may not be institutionally avowed) continues to be 
reinforced by those who hold ‘power’ over others; but similar to Klein’s 
observation, because so few in society reflect that ideal, the authoritative figure 
mocks the individual who is perceptibly different, thus deflecting attention away 
from her/his own failings and, at the same time, retaining or augmenting her/his 
position in the social hierarchy. Rigby (1997) made the a point explicitly when 
discussing the victimisation of young men and women who were perceived to be 
homosexual:
Over the last ten years the fear of AIDS has, in some places in Australia, 
intensified prejudice against gays, resulting in the cruel harassment o f people’ 
including children, who are thought to be homosexual. Perceived grounds for 
discrimination and consequent harassment in a school can be almost limitless.
In the Australian context sport may feature largely, for example - in one class of 
Year 12 students subgroups were identified by students according to whether 
they were Footballers or non-Footballers, and the latter group further divided 
into Fats (girls who were seen as overweight) and other s who were dismissed as 
Faggots (p. 79).
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Comparable with my earlier comments relating to Olweus’ ‘clumsy 
children’ (p. 15), the perceived inability of a person to play football relegated 
her/him to one of two social divisions, each of which provided that individual and 
those similarly classified with a social identity or label at school - Fats (if girls) or 
Faggots (if boys). While it can be argued that each child or young person has the 
potential to rid herself himself of her/his label by being given the opportunity to 
demonstrate her/his proficiency in one or another culturally valued activity, the 
unwillingness of peers to surrender a name once established often means that a 
cycle of abuse continues until a young person leaves school. Furthermore, once an 
name, label or identity is ascribed, it can have a pervasive effect upon the 
individual, as Lemert’s (1967) seven stages of the labelling process show:
1. Initially the target child displays factors perceived subjectively by 
others as being removed from the norm;
2. Having been identified, the factors are commented on unfavourably;
3. The subject is now more aware of these characteristics causing the 
adverse comments and, subsequently, tension and anxiety result in 
them becoming emphasized;
4. The subject is punished by the labellers for the unacceptable 
characteristics or behaviours;
5. The behaviours intensify and the punishment increases;
6. The subject accepts and begins to believe in the label with a resulting 
lowering in self-confidence and -esteem;
7. The subject is isolated and vulnerable and unable to call on support 
from others and fully accepts the role which has been allocated to 
him/her.
(Source: Besag, 1989, p. 46)
Lemert’s (1967) theory suggest that the ‘scapegoat’ can never rid herself 
or himself of the mark of stigma. Yet, as both Frazer (1923) and Rigby (1997) 
have demonstrated, such stigma is often the result of fear: the fear of war or 
famine, or the fear of being infected by the HIV virus by being in close proximity 
to lesbians, gay men and bisexual men and women. But, how do such fears come 
about? As previously noted, Goffman (1968) suggested that the prejudice which 
underlies many of our fears is the result of the existence of a subliminal ideal - a
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perfect existence - which is threatened or undermined by the presence of those 
who do not accentuate it, and one way in which this ‘ideal’ is preserved is to 
alienate or otherwise disassociate oneself from dissenters: this process Tajfel and 
Turner (1986) have described in terms of a theory of social identity.
Social catégorisation and social identity theory
According to Deschamps and Devos (1998), social identity theory arises from the 
idea that every individual is, ‘characterized by social features which show his or 
her membership of a group or category’ (p. 2 ). One of the earliest exponents of a 
theory of social identity based upon a principle of social categorisation was Tajfel 
(1972) who described the definition of a group or category as a psychological 
process founded upon two bases - cognition and motivation:
It is cognitive insofar as the categorization process leads the subjects to 
overestimate intergroup differences and to underestimate ingroup differences. It is 
motivational insofar as what motivates discrimination is the need for self-esteem 
or self-respect (Deschamps and Devos, 1998, p. 6).
Deschamps and Devos (1998) have argued that one of the major effects of 
the process of social categorisation is that it simplifies the structure of the world 
in which we live and emphasises the differences between categories {contrast or 
cognitive differentiation effect), and the similarities within each {assimilation or 
cognitive stereotype effect). Thus each category is defined according to the number 
of common features shared by its constituent elements. As the authors pointed 
out, this process remains constant whether dealing with inanimate objects or 
people: the process of social categorisation is, in fact, one of cognitive 
categorisation or stereotyping where individuals me,perceived to share one or more 
common features. At the social level, stereotyping may be defined as, ‘the 
expression of the attribution of features shared by different members of a group 
without taking into account the interindividual differences’ (p. 4), but as Doise 
(1976) pointed out, this is not an unbiased or objective process, for social 
categorisation implies that the individual who categorises others has 
herselfhimselfbeen identified as a member of a social category, and holds one or 
more ideals or values common to that category. Thus:
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Social categorisation minimizes the in-category differences and exaggerates the 
differences between categories. In addition, these differences are used for 
evaluation. When people hold the representation of a dichotomous universe 
where you can belong only to one category, they end up having a discriminating 
attitude towards members of other categories (Deschamps and Devos, 1998, p.
5).
To understand how discrimination arises from social categorisation, it is 
important to review the concepts underlying social identity theory as determined 
by Tajfel (1972). According to Tajfel, social identity is connected to a person’s 
knowledge and understanding of her/his belongingto a particular social group, and 
to the emotional and evaluative significance membership entails. Thus, through 
membership of a group, the individual acquires a social identity which defines 
their specific position within the social order. Furthermore, membership has the 
potential for promoting the development of a positive social identity for the 
group, but only if it is evaluated favourably when compared to others.
Thus, similar to Klein’s (1946) and Goffman’s (1968) commentary on 
‘scapegoating’, Tajfel and Turner (1986) argued that an individual’s perception of 
her/his own self-worth is intrinsically linked to the favourable way in which 
she/he is perceived relative to others. However, as noted above, at the 
macrosystemic level, Tajfel (1972) also argued that the maintenance of a positive 
self-image is reliant upon the individual’s ability to identify with a group, and the 
way in which that group is itself evaluated relative to others. For example, Tajfel 
and Turner surmised that most societies were organised and stratified according to 
the identification of social traits that are desirable and those that are not: those 
individuals who portray desirable traits are allowed to join the ‘in-group’ while 
those who portray undesirable traits are relegated to the ‘out-group’.
According to social identity theory, an ‘in-group’ may be defined as a 
collective wherein individuals hold similar belief systems or ideologies, and where 
they constitute the numerical or moral majority in a given situation. By 
comparison, an ‘out-group’ is a social group with which an individual compares 
her or his own ‘in-group’ status. ‘Out-groups’ act as points of reference allowing 
individuals to consider how similar or different they are to their ‘in-group’ peers. 
Similar to Goffman’s (1968) argument relating to the fear caused by the presence
Chapter I: Bullying and Victimisation at School 44
of those who are perceived to be ‘different’, Hamner (1992), has suggested that 
identification with an ‘in-group’ confers a number of benefits upon the individual: 
not only does it assist in maintenance and promotion of selfesteem and social 
status, it also offers increased access to material resources while decreasing or 
denying access to those who constitute an ‘out-group’.
Social identity theory provides a useful framework for our understanding 
bullying behaviour at school. For example, both perpetrators of bullying behaviour 
and their victims have the potential to be members of an ‘out-group in certain 
social situations. As Olweus (1993a) has argued, perpetrators of bullying have 
moderate to low social status, and are sometimes isolates among their same-age 
peers, however, they may gain heightened social status and self-esteem outside 
their own peer group by drawing together an ‘in-group’ consisting of younger or 
less able confederates who are willing to participate in the victimisation of one or 
more members of their peer group. By comparison, he has also argued that victims 
also have very low social status within their own peer group and, as a 
consequence, low self-esteem. They are also unlikely to be able to raise their self­
esteem because their social networks are continually eroded by the perpetrator 
and her/his cohorts. This is a view supported by Rigby and Slee(1993).
Rigby and Slee(1993) have argued that a child’s tendency to be victimised 
or their tendency to bully others cannot be considered polar opposites. They have 
suggested that victims and perpetrators share a great deal of common ground: 
victims may be provocative as well as passive, while perpetrators in one situation 
may be victims in another (see also Olweus, 1984; Besag, 1989). In their study of 
interpersonal relationships among 1,162 Australian secondary school children 
(604 boys and 558 girls), Rigby and Slee found that perpetrators of bullying 
behaviour were not necessarily anti-social or non co-operative, rather they tended 
to show distinct social behaviour patterns and sought membership of a group. 
Furthermore, while Rigby and Slee found that the perpetrators of bullying in their 
study disliked school (possibly as a result of them coming into conflict with 
authority figures due to their aggressive behaviour, or as a result of their poor 
academic performance), they tended to have positive feelings about themselves
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and this they ascribed to the fact that they had a network of confederates to 
bolster their self-esteem. Unsurprisingly, victims were generally found to be social 
isolates, and had lower levels of self-esteem, but, interestingly, they did not report 
being less happy at school. Rigby and Slee suggested that this outcome was a 
consequence of victims’ pessimistic view of the world and their realisation that 
life outside school would not necessarily be any better than life within.
In terms of social identity theory, Rigby and Slee’s (1993) results would 
seem, in part, to support Tajfel and Turner’s (1986) hypothesis that an 
individual’s self-esteem is intrinsically linked to group membership. As Rigby and 
Slee concluded:
What seems likely at this stage is that low self-esteem may be both a cause and 
an effect of being bullied; that bullying others may be a means by which some 
children raise their self-esteem; and that high self-esteem can be both a 
consequence of cooperative behaviour in an environment in which it is approved, 
and also a precursor (p. 41).
Interestingly, Rigby and Slee’s (1993) analysis of the perpetrator role is 
reminiscent of Douglas’ (1995) description of the first essential element of the role 
of the ‘scapegoat’ (i.e. the reinstatement of community members to a position of 
favour by those they honoured). Bullying provides the perpetrator with a method 
whereby she/he is able deflect the criticism or ridicule of others by drawing 
attention away from herself/himself and by turning it towards the behaviour or 
demeanour of a third person - the victim or ‘scapegoat’ - thus ensuring (i) the 
maintenance of her/his own positive self-image by remaining a member of the ‘in­
group’, and (ii) that there is always another with whom she/he can be compared 
favourably. This is a view shared by Craig and Pepler (1995).
In their own study of the social behaviour of 164 children attending two 
Canadian schools, Craig and Pepler (1995) have argued those who engage in 
bullying may actually receive ‘reinforcement and encouragement from their peers’ 
(p. 91), which then strengthens their social status. Their assertion that peers may 
actively encourage the perpetrator is based upon an analysis of the videotaped 
observations they made of peer victimisation in the playgrounds of both schools. 
Using observers who were blind to the social relationships of the children prior to
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coding the videotapes, they found that 85% of the incidents of bullying recorded 
involved peers either observing the behaviour (37%) or interacting with the 
perpetrator and victim (63%). According to Craig and Pepler, such behaviour, 
whereby peers actively collude with ‘the bully % shows not only disrespect for the 
victim and support for the perpetrator, but also their (the peers’) assumption of 
higher social status, and their belief in the deservedness of the victim’s situation:
The reinforcement provided by the peer attention and involvement may serve to 
maintain the power of the bully over the victim, as well as the power of the 
bully within the peer group...The differential attention to bullies by the peer 
group may fiirther reinforce bullies for their power assertion, as well as confirm 
for victims that they are deserving of the attack. These results suggest that the 
victim becomes scapegoated by the peer group (p. 90).
Craig and Pepler’s (1995) findings can be explained with reference to both 
scapegoating and social identity theory. Similar to Rigby and Slee’s (1993) 
observations of Australian school children, the perpetrator attains her/his social 
status by drawing peers into the bullying episode, and by receiving their attention. 
At the same time, peers ensure their own safety by urging the perpetrator on thus 
deflecting attention away from themselves while, at the same time, safeguarding 
their own membership of the ‘in-group’ (the motivational basis of social 
categorisation). In the case of the victim, comparable with the ‘pharmakos’ of 
classical antiquity, peers actively collaborate in the process of goading, thus 
overestimating the difference between themselves and the victim which, in turn, 
has the effect of legitimating such behaviour (the cognitive basis of social 
categorisation).
Craig and Pepler’s (1995) findings suggest that bullying is a group process 
very similar in structure to that of mobbing (English definition) where the victim is 
harassed by multiple perpetrators. However, Whitney and Smith (1993) found 
that much of the bullying that took place within British schools was perpetrated 
by individuals rather than groups. Alternatively, as Olweus (1993a) has pointed 
out, victims have, on occasions, outnumbered the perpetrator, yet they continued 
to be victimised. Indeed, as Smith and Sharp’s (1994) definition of bullying 
demonstrated, perpetrators take many forms, and there would seem to be a 
variety of ways in which membership of an ‘in-group’ is determined.
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In order to explore the process by which ‘in-groups’ and ‘out-groups’ are 
formed at school, three theories of social behaviour are presented below 
(deindividuation theory, social ranking theory and status construct theory), each 
of which has drawn upon social categorisation and social identity theory as a 
foundation.
Deindividuation theory
Deindividuation theory seeks to provide an explanation for various expressions 
of antinormative collective behaviour such as violent crowds, mindless 
hooligans, and the lynch mob. The aim is to explain ‘what forces crowd 
members at times to behave in uncivilised and violent ways’ (Postmes and 
Spears, 1998, p. 238).
As the quotation (above) demonstrates, deindividuation theory focuses on 
the collective action of members of a group, rather than those of the individuals 
within it. It is based upon Le Bon’s (1895) classic crowd theory in which the 
individual is, ‘submerged in the crowd and loses self-control and becomes a 
mindless puppet capable of violating personal or social norms’ (Postmes and 
Spears, 1998, p. 239).
Various researchers have used deindividuation theory to explain the 
aggressive behaviour of groups towards individuals or other groups (see Festinger, 
Pepitone and Newcomb, 1952; Zimbardo, 1969; Diener, 1980; Prentice-Dunn and 
Rogers, 1982,1989). Festinger eta l (1952) proposed that the loss of individuality 
and submergence into a crowd was as much a defence mechanism on the part of an 
individual in a highly charged or volatile social situation, as it was the result of 
them being overwhelmed by the sheer force of the collective will. By entering the 
group and being subsumed within it, Festinger et al., believed that the individual 
was released from internalised moral constraints which would normally inhibit 
violent or aggressive acts. This release had the effect of reducing personal 
responsibility for one’s own behaviour and that of the crowd, thus giving licence 
for more extreme acts of aggression.
Chapter 1: Bullying and Victimisation at School
Building upon Festinger et aVs (1952) hypothesis, Zimbardo, (1969) 
argued that anonymity was an important factor in understanding the psychology 
of antinormative behaviour. In two studies using a modified version of Buss’s 
(1961) ‘aggressionmachine’,Zimbardo asked groups of students to administer an 
electric shock to a confederate. In the first study, using groups of four women 
students, Zimbardo found that shocks were administered for longer if the 
administrator was not identifiable. However, in the second study, where shock 
administrators were members of the armed forces, those administrators who could 
be identified by participants were also found to shock longer than those who were 
anonymous.
According to Zimbardo (1969), his results demonstrated that not only was 
anonymity important in understanding why a person engages in antinormative 
behaviour, but that isolation also had a role to play. In the second study, the fact 
that identified soldiers shocked for longer was the result, Zimbardo argued, of 
them being isolated or individuated from their fellow soldiers, thus their behaviour 
became more extreme (perhaps, more soldier-like).
Diener and colleagues (Diener, 1976, 1980; Diener, Westford, Dineen and 
Fraser, 1973) developed Zimbardo’s (1969) theory further by using a scenario 
called‘test the pacifist’. Using foam swords, participants were asked to try and 
‘test’ an individual (the pacifist) who had been trained to be unresponsive to their 
aggressive behaviour. While their results showed that anonymity did not impact 
significantly upon levels of aggression, where the individual acted alone (and was, 
thus, identifiable) levels of aggression rose. Overall, the results showed that 
identified individuals were more aggressive than anonymous individuals, and that 
‘groups were less aggressive than individuals, with identified groups being least 
aggressive of all’ (Postmes and Spears, 1998, p. 240).
More recently, Spears and Lea (1992, 1994) and Reicher, Spears and 
Postmes (1995) have used social identity theory as a means of explaining 
deindividuation in certain social contexts. They have argued that the SIDE model 
(social identity model of deinidividuation effects) predicts an individual’s
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conformity to ‘norms associated with the specific social identity or group than 
conformity to any general norms’ (Postmes and Spears, 1998, p. 241).
Postmes and Spears (1998) have suggested that, in line with classical 
deindividuation theory, SIDE argues that factors affecting deindividuation such as 
anonymity, group cohesion and a sense of group membership actively reinforce 
the salience of the group and promote conformity among its members. Thus, 
behaviours which would normally be inhibited at an individual level, may be 
enacted at group level if  it constitutes the situational norm.
In terms of bullying behaviour, deindividuation theory has three 
contributions to make. First of all, where an individual is bullied by a group, 
classical deindividuation theory suggests that the nature of the behaviour to which 
she/he is exposed will be more aggressive and potentially more physically harmful 
than those perpetrated by a single 'bully’ because of the release from personal 
inhibition. Secondly, and somewhat contrary to my previous point, where a group 
is led by an identified individual, the aggressive behaviour of that person is likely 
to be greater than that of the group, who may goad the victim and urge the 
perpetrator on, but may not actively participate in the discriminatory behaviour 
(see Diener et al, 1973). Thirdly, as Postmes and Spears (1998) argued, where an 
attitude, belief or behaviour is perceived to be a situational norm, members of the 
‘in-group’ (the perpetrator, bystanders and the non-bullied) will identify with or 
participate in any resultant activity which ensures that they will either retain or 
augment their social status within the school yard hierarchy.
Based upon the research cited in this chapter, there would seem to be 
evidence supporting two out of the three arguments outlined above. While it 
would be fair to say that there is little published evidence, as yet, which suggests 
that victims of group aggression at school are bullied more severely than those 
who are bullied by individuals, such data (which is contained within the Olweus 
questionnaire) have yet to be analysed. However, in their study of the prevalence 
and correlates youth gang affiliation among 11,000 secondary school pupils, 
Dukes, Martinez and Stein (1997) noted that teenagers with a history of gang
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membership were involved in greater drug use and greater delinquency than non­
gang members, and that they were also in greater fear of being harmed and were 
more likely to carry a weapon at all times. Their results also showed that youth 
gang membership was correlated with lower self-esteem, perceived academic 
ability and psychosocial health. Comparable with social identity theory, gang 
membership provided teenagers with a group identity and increased self-esteem, 
but often this was at a cost: membership also required individuals to demonstrate 
their allegiance to the gang by engaging in delinquent and, sometimes, violent 
activity (for example, by participating in a drive-by shooting). Interestingly, 
Dukes et al found that those who wished to join gangs had low levels of self- 
control and were, therefore, more prone to extremes of behaviour. Dukes et alCs 
findings would seem to support my first argument: that the nature of the 
behaviour to which an individual is exposed by a group of ‘bullies’ will be more 
aggressive and potentially more physically harmful than those perpetrated by a 
single ‘bully ’ because of the release from personal inhibition.
However, deindividuation theory also suggests that the behaviour of the 
group is uncontrollable, erratic and without purpose. In essence deindividuation 
arises out of situational chaos which, as Olweus (1993a) and Smith and Sharp 
(1994) have shown, is not the case in bullying behaviour. As previously 
mentioned in this chapter, researchers have agreed upon a number of points 
relating to what bullying entails: it is deliberate, repeated and takes place within a 
social context where there is an imbalance of power (be it in terms of physical or 
emotional strength, status, intellectual ability or group membership). Thus, 
bullying has order, structure and intent, it is neither spontaneous or disorganised 
as Le Bon (1895) demonstrated in his study of crowd behaviour.
If bullying is an orchestrated behaviour, then the question arises: who 
orchestrates it? It is at this point that Diener et al.’s (1973) findings would seem 
relevant. If, as I have intimated above, a group is led by an identified individual, it 
then follows that the aggressive behaviour of the identified individual has the 
potential to be more extreme than that of the group (who may goad the victim and 
urge the perpetrator on, but may not actively participate in the victimisation).
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Craig and Pepler’s (1995) study provides partial support for this hypothesis. As 
they observed in their study of children’s behaviour in two Canadian schools, 
where bullying took place, in 85% of the incidents they recorded peers either 
observed the behaviour (37%) or interacted with the perpetrator and victim (63%) 
in a secondary or peripheral role. In their discussion they argued that such 
behaviour by peers not only showed a lack of respect for the victim and support 
for the perpetrator, but also their assumption of higher social status, and their 
belief in the deservedness of the victim’s plight. Yet, while Craig and Pepler did 
not discuss whether the bullying they observed was more or less aggressive or 
violent than that usually found in the school yard, the fact that it was overt 
enough to be recorded on videotape and coded as bullying behaviour suggests that 
it was more likely to be direct-physical or direct-verbal in nature rather than 
indirect or relational.
Interestingly, Salmivalli, Lagerspetz, Bjôrkqvist, Osterman and Kaukiainen
(1996) may provide an answer to the preceding point (above). In their study of 
social status and bullying behaviour among a group of Finnish school children, 
they found that physical aggression was a common method of interacting among 
boys, and that it was used as a means to determine social order. Thus, they argued 
that, at least among boys, direct-physical aggression played an important role in 
determining the hierarchical nature of peer relationships in the school yard. But, 
Salmivalli et al also argued that the higher the social status of a pupil (possibly 
attained through the demonstration of physical strength) the less likely they were 
to be victimised, and the more disposed they were to intervene to help a victim. 
Therefore, pupil intervention would only occur when there was no perceptible 
cost to the pupil in question, and, comparable with Craig and Pepler’s (1995) 
findings, those who were victimised by children older than themselves were 
unlikely to receive support from class mates because of their low (i.e. ‘weakling’) 
social status within the peer group. (They were also more likely to be isolated by 
peers thus ensuring their [peers’] ‘in-group’ status.)
The third contribution deindividuation theory has to make to our 
understanding of bullying behaviour arises from Postmes and Spears (1998)
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argument that where an attitude, belief or behaviour is perceived to be a situational 
norm, members of the ‘in-group’ (the perpetrator, bystanders and the non-bullied) 
will identify with or participate in any resultant activity ensuring that they will 
either retain or augment their favourable position within the peer group. If one 
defines a situational norm as an attitude, belief or behaviour prevalent among the 
numerical majority (e.g. a society or culture) or among significant others (e.g. 
parents, teachers or peers), then acceptance of and identification with that 
attitude, belief or behaviour will follow if the individual wishes to retain her/his 
‘in-group’ status. Where such an attitude, belief or behaviour is prejudicial, as 
Allport (1954) pointed out, it is usually the result of the propagation of 
unwarranted stereotypes that seek to promote the assumption of higher social 
status by those in authority or those in the majority (see Rogers and Frantz, 1962; 
Bethlehem, 1985).
For example, it has been suggested by various researchers that children can 
actively discriminate on the grounds of gender by the age of three (Duveen and 
Lloyd, 1986), and race by the age of four (Williams and Morland, 1976). 
Additionally, Maras (1993) has demonstrated that children not only make 
distinctions between themselves and others on the grounds of gender or race, but 
also upon criteria linked to their understanding of cultural attitudes relating to the 
social desirability of certain minority groups. When she asked a group of 9-10 
year olds to sort a series of photographs of able-bodied and disabled children into 
categories, she recalled one young girl assembling three piles of photographs, 
describing her strategy as, ‘they’re boys, they’re girls, they’re handicaps’ (p. 140).
Interestingly, it was in a paper entitled ‘Apartheid' that Heinemann (1969) 
first described ‘mobbing' behaviour as a form of victimisation among school 
children, and, as already outlined above, this not only prompted his own 
investigation into children’s aggressive behaviour which was published three years 
later (Heinemann, 1972), but also the majority of studies cited in this chapter so 
far. Indeed, the concept of apartheid has a great deal of relevance to our 
understanding of the nature of peer aggression in schools. In his essay on the 
dismantling of the apartheid system in South Africa, Thomashausen (1987)
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explained that, discrimination made on the basis of an individual’s race or colour is 
embedded in the situational norms of many societies which are derived from their 
cultural, political, legal and religious histories :
The word ‘apartheid’ as such indicates separation. The introduction of the 
principle of apartheid originated in traditional European colonial policy.
Calvinist theology, patriarchal ideas and technical as well as cultural advantage 
of the White South African, for centuries, Europe and the USA, Canada and 
many other nations accepted as self-evident the unequal treatment cf 
underdeveloped peoples, as it was and still is embedded in constitutional and 
international law (p. 1).
Brown (1995) has suggested that where the discrimination of minority 
groups is embedded within the institutions that makeup a society (e.g. schools), it 
has an resonating impact upon the expression of victimisation by its citizens. For 
example, Vollebergh (1991) found that the discrimination of ethnic or cultural 
minority groups occurs irrespective of the social status of its perpetrator(s) or 
their victims. Unlike school bullying where perpetrators tend to have (or believe 
themselves to have) a higher social status than their victims, in cases where a 
person is victimised because of their colour or cultural background, perpetrators 
also derive from alienated or lower social status groups. In Vollebergh’s study, the 
discrimination of Black middle class citizens was often perpetrated by White 
citizens from poorer socio-economic backgrounds who were, it is argued, 
‘motivated in part by the desire to avoid identity-damaging comparisons’ with 
those they considered less worthy (Brown, 1995, p. 181; cf. Craig and Pepler, 
1995).
Findings such as those of Vollebergh (1991) suggest that discrimination 
serves a social purpose in maintaining not only individuals’ self-esteem, but also 
that of the group or community. Indeed, Breakwell, Collie, Harrison and Propper 
(1984) have argued that, in societies such as our own, a premium is placed upon 
certain life achievements which, if left unfulfilled, denigrate the status of the 
individual. For example, Breakwell and her colleagues noted that school children 
rated the social status of unemployed people much lower than that of employed 
people and this was possibly the result of the fact that employment is generally 
perceived to be one of the achievements of education. By comparison, a sample of 
unemployed volunteers rated their social status much higher than that given by the
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school children. In terms of maintaining self-esteem and positive self-worth, 
Breakwell (1986) has suggested that such attempts by individuals or groups to 
change their ‘devalued’ status represents one of a series of coping strategies that 
may be employed to deal with situations or events that threaten their social 
identity, or their perception of the social order. (An hypothesis very reminiscent 
of the second essential element relating to the role of the ‘scapegoat’). If one 
accepts this explanation, it then follows that any individual or group who is/are 
perceived to be ‘different’ and constitute a threat to the social identity of others 
will, potentially, face discrimination or harassment by those who perceive 
themselves or their social status to be under attack (see also Duckitt and 
Mphuthing, 1998).
Evidence of acts of discrimination against individuals or groups who are 
perceived to be ‘different’, and have represented a potential threat to the social 
identity and perception of self-worth of ‘in-group’ members have been 
documented by various researchers over the years. As demonstrated earlier in this 
chapter, within the school environment incidents of discrimination on the grounds 
of racial origin, disability or special educational needs have been found in a number 
of research studies (e.g. Anderson etal., 1982; Kelly, 1988; Kelly and Cohn, 1988; 
O’Moore andHillery, 1989; Malik, 1990; Marti ew and Hodson, 1991; Whitney el 
ai, 1992; Moran et a i, 1993; Nabuzoka and Smith, 1993; Boulton, 1995), and it 
may be argued that such discrimination is directly related to children’s lack of 
understanding about people they perceive as ‘different’, and their unwillingness 
(often as a result of external pressure) to identify with those who may be from a 
another culture, or those may have a learning or motor disability. Similarly, as 
Warren (1984), Mac an Ghaill (1994), and Pilkington and D’Augelli (1995) have 
demonstrated, pupils have also been discriminated on the grounds of their gender 
and sexual orientation, often as a result of institutional bias or, as Allport (1954) 
intimated, by the propagation of stereotypes that feed people’s fears relating to 
the disintegration of social order (see Larsen, Reed and Hoffman, 1980; Martin, 
1982; Price, 1982; Herek, 1984, 1986, 1992; Sedgwick, 1990; Gentry, 1992; Herdt 
and Boxer, 1996; Mondimore, 1996; Ross, 1996).
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A recurrent theme within the discussion so far is that of social structure or 
social order underpinning individual and group behaviour. While classical 
deindividuation theory is not concerned primarily with the organisation of society, 
it is interesting to note that, historically, crowds have gathered and mob rule has 
occurred where there has been a social order to rebel against or to uphold. In the 
following pages I consider social ranking theory and status construction theory as 
means by which to understand how social order is determined and how groups are 
evaluated relative to others.
Social ranking theory
According to Hawker (1997), social ranking theory arises from the study of the 
aetiology of depression. Social ranking theory suggests that there are two aspects 
of social interaction that hold developmental significance in relation to the onset of 
depression: power and belonging.
Gilbert (1992) has argued that the onset of depression is causally related to 
the power dynamic found between individuals in a social situation. Based upon 
the ethological principle of involuntary subordination (a behaviour found in many 
species where the weaker animal automatically submits to the dominance of the 
stronger), Gilbert proposed that, among depressives, rather than the interaction 
between the weaker and stronger person ending when the dominance of the latter 
is established, involuntary subordination may not succeed in pacifying the winner 
or in eliciting appropriate behavioural signals from the loser. Where this occurs, 
Gilbert has suggested that it results in the ‘intense and prolonged’ suffering of the 
loser which manifests itself as a depressive illness (Hawker, 1997, p. 21).
In terms of peer victimisation, Gilbert (1992) argued that the process of 
ranking individuals or groups is a result of potential subordinates receiving 
‘catathetic signals’ from those who wish to dominate (p. 161). The purpose of 
these signals is the reduce the rank or status of an individual or group by the 
issuing of threats, put-downs, or through the non-recognition of the attempts of 
others to achieve status and respect.
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Hawker (1997) has argued that there is a link between social ranking 
theory as defined by Gilbert (1992) and bullying at school. In his thesis, he cites a 
number of studies of dominance hierarchies among children in which observations 
of physical and verbal aggression equate with current definitions of overt bullying 
behaviour. However, as illustrated earlier in this chapter, it has also been shown 
that bullying has the potential to be covert, and may not take the form of acts of 
physical or verbal aggression where the dominance hierarchy is clear to the 
observer. As a result, theorists have argued that social order is based upon two 
modes of control: ‘agonic’ and ‘hedonic’. Agonic control refers to behaviours that 
are overt where the social order is determined by threat or acts of overt aggression. 
According to Gilbert (1989) in social groups where agonic strategies are used, the 
resource holding potential of the dominant male or female is determined by their 
‘strength and fighting ability’ (p. 44). Hawker (1997) has suggested that because 
weaker males or females will have lower resource holding potential, they will have 
subordinate status within the peer group and, as a correlate of their status, they 
are more likely to suffer from depression (this may be especially the case where 
their subordination is constantly reinforced over a long period).
Gilbert (1992,1997) argued that hedonic control is much more subtle and 
derives from the social nature of our existence. Unlike agonic control, hedonic 
control is not aggressive in intent, rather it is exercised through the individual 
seeking reassurance or approval from significant others via verbal and non-verbal 
signals. As Gilbert stated, it is primarily a mode by which the individual 
determines whether or not others find her/him attractive, and whether or not they 
are willing to invest both time and energy in maintaining a relationship. - social 
attention holding power.
Both Gilbert (1997) and Hawker (1997) have suggested that failure to 
attain the reassurance or approval of others also has the effect of diminishing the 
social status of the victim. However, unlike agonic methods of intimidation which 
are overt and provide the victim with an opportunity to defend herself/himself, 
where the method is covert both resource holding potential and social attention
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holding power can be undermined without the knowledge of the individual or 
her/his ability to retaliate.
Both Gilbert’s (1997) and Hawker’s (1997) discussions of agonic and 
hedonic control suggested that the outcomes (i.e. depression) would be the same 
regardless of the mode. However, where an individual has the opportunity to 
defend herself/himself, regardless of the success of the venture, it could be argued 
that the very act of defence may guard against total loss of status and self-respect. 
Thus, those exposed to agonic methods of intimidation may fare better in the long­
term than those whose social status was eroded hedonically.
As previously mentioned, Gilbert (1992) has also argued that the issue of 
‘belonging’ is also central to social ranking theory. However, as Hawker (1997) 
has pointed out, ‘Gilbert’s ideas about power are more fully developed than his 
ideas about belonging, and the two concepts are not always clearly distinguished 
in his work’ (p. 27). Essentially, Gilbert (1992) has argued that it is important for 
every individual to have a sense of belonging, and that those who are victimised by 
others invariably to do not belong to the ‘in-group’, and are isolated. In principle, 
as Hawker (1997) points out, Gilbert is correct in his appraisal, but while an 
individual may not be a member of the ‘in-group’ that holds both power and 
resources (see Hamner, 1992), they may be members of an ‘out-group’, and an 
‘out-group’ also has its cohesion.
As Tajfel and Turner (1986) pointed out, while ‘in-groups’ and ‘out­
groups’ may be intrinsic to the way in which we cognitively structure society, 
‘out-group’ status does not necessarily result in a lack of group membership. 
Principally, an ‘out-group’ is a group of individuals with whom a member of an 
‘in-group’ can compare herself/himself, and determine whether her/his degree of 
affiliation to the ‘in-group’ is greater to that of the ‘out-group’. Thus, if she/he 
feels a greater sense of identity for the group in which she/he is a member, then 
her/his ‘in-group’ status will remain. But, if  she/he feels a greater sense of identity 
to an ‘out-group’, should the true nature of her/his feelings be discovered by other 
‘in-group’ members, the association with that group will be terminated, and, by
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default, the individual will become a member of an ‘out-group’. Yet, those who 
constitute an ‘out-group’ in one arena, may constitute an ‘in-group’ in another: 
therefore, social identity theory suggests that membership of an ‘in-group’ is 
relative only to the ‘out-groups’ to which an individual compares her/his own 
affiliation.
Theoretically, Gilbert’s (1992) suggestion that belonging is intrinsic to the 
mental health of the individual is problematic. His argument rests upon the 
presumption that membership of a group conveys far more benefits than being an 
outsider. But, it must be argued that, for some, the nature of the group to which 
they belong has a detrimental effect upon their mental health and welfare as a 
consequence of the context in which they exist. This can be seen readily in many 
of the studies cited so far in this chapter relating to the victimisation of young 
people with special educational needs, or those who constitute an ethnic minority, 
or, indeed, those who represent a sexual minority (e.g. Anderson et a l, 1982; 
Warren,1984; Kelly, 1988; Kelly and Cohn, 1988; O’Moore andHillery, 1989; 
Malik, 1990; Martlew and Hodson, 1991; Whitney et a l, 1992; Moran et a l, 
1993; Nabuzoka and Smith, 1993; Mac an Ghaill, 1994 Boulton, 1995; Pilkington 
and D’Augelli, 1995).
Therefore, if one is going to apply social ranking theory as a means by 
which to understand how the status of an individual is determined within a society 
or culture, one must also explore the way in which that society or culture 
perceives and organises its constituent groups, and this is where status 
construction theory has a useful contribution to make.
Status construction theory
Previously it was argued that where an attitude, belief or behaviour is prejudicial, 
it is usually the result of the propagation of unwarranted stereotypes that seek to 
promote the assumption of higher social status by those who hold authority or 
those who constitute the majority (see Allport, 1954; Rogers and Frantz, 1962; 
Bethlehem, 1985). For example, Thomashausen (1987) suggested that ‘apartheid’ 
(the systematic segregation of communities on the basis of skin colour) is
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embedded within the cultural, political, legal and religious histories of many 
countries, and the cultural advantage it provided the minority White South 
Africans was evident in the unequal treatment of Black South Africans whose 
subjugation can be traced back to a period in world history where European 
traders and settlers were able to overwhelm the indigenous nations of Africa 
through force of arms, and sell them into slavery.
Since the conquest of the ‘New World’ in the late fifteenth century, the 
justification underpinning the subjugation or enslavement of the indigenous 
peoples of North and South America, Africa, India and south-east Asia has been 
one of Christian salvation: to bring a European God to idolatrous or polytheistic 
cultures. As the sixteenth century theologian Juan Gines de Sepulveda wrote of 
the Spanish conquest of the Americas:
How can we doubt that these people so uncivilized, so barbaric, so contaminated
with so many sins and obscenities...have been justly conquered by such a
humane nation which is excellent in every kind of virtue (Williams, 1992, p.
138).
Such attitudes, which were by no means exclusive to the Spanish 
conquistadors, and which anthropologists have termed the ‘imperialist fantasy’ 
(see Shapiro, 1998, p. 491), were riot confined solely to the cultural and religious 
beliefs of conquered peoples: they were also intrinsic to the way in which 
Europeans viewed their own disabled, mentally ill, or, indeed, homosexual citizens 
(Williams, 1992; Rivers, 1998).
According to Ridgeway and Balkwell (1997), the process by which a 
society or culture arrives at a series of consensual beliefs about its order or 
structure and the value of an individual’s or group’s behaviour can be understood 
in terms of a three stage of model of status construction. This model, which Blau
(1997) and Blau and Schwartz (1984) characterised as status construction theory 
asserts that social structure is organised according to the distribution of resources, 
the distribution of the population on individual-difference variables, and on the 
relationship between these distributions. They have argued that the distribution of 
resources and the distribution of the population on individual-difference
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characteristics constrains face-to-face encounters between the various groups that 
make up a society or culture. As a result of such constraints, members of each 
group develop status beliefs about the individual-difference variables, determining 
a hierarchy of valued and unvalued traits. Eventually, through a lack of contact and 
the development of group-centred status beliefs, each group attempts to enforce 
its own beliefs about valued and unvalued traits through education, thus 
promulgating stereotypical representations that seek to denigrate the status of 
others.
Ridgeway and Balkwell (1997) have suggested that where interaction 
occurs between groups with nominal characteristics (e.g. race or ethnicity) that are 
also found to correlate with resource characteristics (e.g. wealth or poverty), 
estimations of ‘situational esteem and perceived competence’ follow (p. 14). 
Thus, access to resources is perceived as a competence, and those groups with 
access to resources (i.e. wealth) perceive themselves to be more competent than 
those without. Where access to resources (i.e. perceived competence) is found to 
correlate with race or ethnicity, the group with greater access to those resources 
evaluates itself more favourably than others, and promulgates stereotypes which 
portray those with fewer resources as less worthy (thus raising self-esteem). For 
example, Rogers and Frantz (1962) found that White immigrants to Zimbabwe 
(then Southern Rhodesia) acquired their anti-Black attitudes from other White 
immigrants, and that the longer they remained in the country the stronger their 
feelings became. Yet, Rogers and Frantz (1962) also pointed out that the contact 
White immigrants had with Black Southern Rhodesians was so constrained that 
there was little opportunity for them to question the validity of the appraisals 
they heard (see also Henderson-King and Nisbett, 1996).
Within the context of children’s social relationships, Boulton’s (1995) 
study would seem to be relevant to status construction theory. As previously 
mentioned, in this study pupils were asked to indicate the race of a preferred 
partner when engaged in a shared activity (e.g. to have in their team for a game), 
and, using Davey’s (1983) method of eliciting racial stereotypes, they were also 
asked to ascribe positive traits (e.g. ‘works hard’, ‘friendly’, ‘clean’) and negative
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traits (e.g. ‘lazy’, ‘tells lies’ and ‘dirty’) to photographs of unfamiliar children 
from different ethnic backgrounds. However, while Boulton (1995) found a higher 
rate of bullying by ‘other-race school mates’ than same-race school mates, 
contrary to expectations, the negative attitudes of pupils towards ‘other-race 
school mates’ were not correlated with negative patterns of social interaction. In 
other words, pupils who were bullied by ‘other-race school mates’ did not 
necessarily prefer same-race school mates as partners in shared activities. Having 
said that, Boulton’s study took place in a school with a catchment area 
incorporating a number of ethnic and cultural minority groups, and, as I noted 
earlier, this may have had the effect of skewing the data towards an under­
representation of the problem of racial bullying. If this were the case, it suggests 
that Ridgeway and Balkwell’s assertion is correct, and that reduced interaction 
with other groups, promotes stereotypical prejudices.
According to Morrison, McLeod, Morrison, Anderson and O’Connor
(1997), a similar pattern to that described by Ridgeway and Balkwell (1997) can 
be found when considering the antecedents of homonegativism among adolescents. 
In their study of the gender stereotyping, homonegativity and sexual coercion 
among 1,045 Canadian adolescents (mean age 16.5 years). Morrison et al found 
that participants’ negative attitudes towards homosexuality were not only 
correlated with the propagation of gender stereotypes and the perceived social 
desirability of heterosexuality, they were also correlated with popular 
misconceptions about sexual coercive nature of lesbian and gay relationships. 
They argued that an inability to challenge such stereotypes and misconceptions is 
a result of the sociocultural pressures placed upon educators to adhere to an 
‘idealized’ standard, promoting a culture of ‘silence’ wherein the individual is 
unable to speak with authority about that which she/he ‘knows, sees, or feels’ (p. 
367; cf. Coffman, 1968 and Mac an Ghaill, 1994). Consequently, where there is 
little opportunity to challenge the myths created from within self-identified social 
groups, it is reasonable to argue that those myths may continue unabated from 
generation to generation.
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Interestingly, Gallup (1995) has posited a similar argument to Morrison et 
al. (1997) but from an ethological standpoint. He has suggested that ‘homophobia’ 
evolved as ‘a means of minimizing the likelihood that off-spring would become 
homosexual’ (p. 54). In an earlier study, Gallup and Suarez (1983) suggested that 
parents have a reproductive investment in the sexual orientation of their off-spring 
and, therefore, will promote anti-homosexual attitudes in an attempt to influence a 
child’s emerging sexuality. While Gallup and Suarez’s theory suggests that 
homosexuality may be social in origin rather than biological or genetic, their 
argument is framed within the context of Darwin’s (1859) theory of natural 
selection. They argued that many people hold beliefs about the sexually coercive 
nature of gay men (see MacDonald 1976; Morin and Garfmkle, 1978), and are 
afraid that homosexual teachers will either abuse their children or lead them into 
homosexuality (see Levitt and Klassen 1974; Dressier, 1979; Larsen, Reed and 
Hoffman, 1980):
It can be hypothesized that the reason there is so much public concern focused 
on homosexual teachers is that teachers not only have extended contact with 
children, but they are commonly perceived to be in a position to exert an 
especially profound and lasting influence on children (Gallup, 1995, p. 54).
In his study, Gallup (1995) undertook four surveys which were designed 
to explore the hypothesis that anti-homosexual attitudes may vary as a function 
of the contact a lesbian or gay man has with children. His results showed that 
heterosexual participants (N  =167) were more likely to express discomfort with 
lesbian or gay teachers, doctors or school bus drivers than with any other 
profession (lawyer, sales clerk, car mechanic). Furthermore, among the medical 
profession, greatest discomfort was expressed by participants (N  =183) for 
paediatricians and child psychiatrists with the fear being primarily situated around 
concerns relating to HIV/AIDS transmission. In terms of fears of sexual coercion, 
Gallup’s third survey (N  =129) showed that participants’ concerns would be 
heightened if their child stayed at a friend’s house where the same-sex parent was 
lesbian or gay. Finally, in his fourth survey (TV =182) he found men (TV =69) were 
more ‘homophobic’ than women (TV =113), and that those who reported being 
more religious, or reported being parents already were more likely to express anti­
homosexual attitudes than their counterparts.
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Gallup (1995) suggested that his data provided tentative support for this 
theory that ‘homophobic reactions were shaped by natural selection’, and that 
they were likely to vary ‘as a function of the perceived impact that a homosexual 
might have on a child’s emerging sexuality’ (p. 65). However, he noted that the 
picture of anti-homosexual attitudes he presented was based upon three 
assumptions relating to the human condition: (i) that homosexuality has been a 
feature of human evolution for a substantial period; (ii) that an individual’s sexual 
orientation can be affected by ‘modeling and/or seduction effects’ (p. 67); and (iii) 
that there is a foundation to heterosexual concerns about the seduction of children 
by homosexuals.
Given that Morrison et a l (1997) have argued that educators are often 
forced into silence which then results in the promulgation of the second and third 
assumptions underpinning Gallup’s (1995) ‘model’ of ‘homophobia’, various 
researchers have attempted to demonstrate the fallacy of such assumptions and 
have done so with a certain degree of success (see Dressier, 1978; Miller, 1979; 
Cramer, 1986; Bigner and Bozett, 1990; Gottman, 1990; Patterson ,1992; Jenny, 
Roesler and Poyer, 1994; Bailey, Bobrow, Wolfe and Mikach, 1995; Golombok 
and Tasker, 1996). Having said that, in those cultures were homosexuality has 
been actively condemned, such stereotypes are likely to have continued unabated, 
and as Hamner (1992) pointed out with reference to social identity theory, they 
will undoubtedly have had an impact upon social status and the provision of 
resources for lesbians, gay men and bisexual men and women.
Summary of Empirical and Theoretical Contributions
As I noted previously in this chapter (p. 36), many of the theories I have used to 
explain bullying behaviour at school have been developed as a consequence of 
social research, often unrelated to the classroom or school yard environment. In 
this section, I have provided a summary of the empirical and theoretical work 
which informed the aims and objectives of my investigation into the experiences 
and psych-social correlates of bullying at school for a sample of lesbians, gay men
Chapter I: Bullying and Victimisation at School 64
and bisexual men and women, and I have identified those issues/questions that 
were left unanswered by previous researchers.
Bullying and homonegativism: its nature, expression and correlates
Types o f bullying behaviour
Following on from the work of Heinemann (1972) and Olweus (1978, 1987), 
Ahmad e ta l  (1991) and Whitney and Smith (1993) extended the scope of the 
behaviours they described as ‘bullying’ in order to ascertain as full a picture as 
possible of the nature and extent of antisocial behaviour in British schools. They 
included indirect or relational behaviours such as rumour mongering, theft and 
social isolation as discreet items in their version of the survey instrument whereas 
Olweus’ version had asked pupils to describe any behaviours that did not relate to 
physical or verbal abuse (racial and general name-calling) under an item labelled 
‘other’. For lesbian, gay and bisexual pupils at school, Pilkington and D’Augelli 
(1995) have demonstrated that where a young person is victimised because of 
their actual or perceived sexual orientation, direct-physical bullying has not 
simply related to incidents of hitting, kicking and pushing, it has also included 
reports of sexual assault and assault involving a lethal weapon - behaviours that 
have been ignored in previous research despite the fact that anecdotal evidence of 
similar occurrences were documented in the UK (see Macdonald et a l, 1988; 
Watson, 1989). In addition, as Fricke’s (1981) autobiographical account of 
‘coming out’ in high school demonstrated, indirect bullying can be as subtle as a 
look or stare (the existence and meaning of which may often go unrecognised by 
both peers and teachers).
Although the reports and studies cited above, offer an overview of the 
diverse nature of peer victimisation at school, there has yet to be a systematic 
investigation incorporating all of the behaviours identified by previous researchers. 
While large-scale surveys such as those conducted by Olweus and Smith and 
colleagues have provided information on the general incidence of bullying at 
secondary school, it is likely that such data have included the experiences of 
young people who were victimised because of their actual or perceived sexual 
orientation. However, analogous with my previous point, we do not, as yet, have
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a clear picture of the nature and form of such behaviour, nor have we established 
its correlates (e.g. location, number of perpetrators, level of peer and teacher 
support), though Pilkington and D’Augelli’s (1995) study provided a great deal of 
information relating to the social context in which lesbian, gay and bisexual 
victimisation has occurred.
From a theoretical context. Allport (1954) suggested that where an 
attitude, belief or behaviour is prejudicial, it is usually the result of the 
propagation of unwarranted stereotypes that seek to promote the assumption of 
higher social status by those who hold authority or those who constitute the 
majority (see Rogers and Frantz, 1962; Bethlehem, 1985). And, as Gallup (1995) 
demonstrated, where the issue is homosexuality, stereotypes include assumptions 
about the sexually coercive nature of lesbians, gay men and bisexual men and 
women - especially when working with children. However, there has yet to be an 
investigation of the way in which homonegative stereotypes are portrayed within 
British schools comparable with Kelly’s (1998) study of racism, and this has 
remained so despite her findings that pupils were upset or angered more by names 
that were ‘anal’ or ‘sexual’ in nature than those relating to race, religion or culture 
(p. 17). Such an investigation into sexual name-calling may provide additional 
support for both Allport’s (1954) Gallup’s (1995) stereotyping hypotheses.
Age and gender factors
In their study of the nature of male and female aggression, Lagerspetz et a l (1988) 
hypothesised that, ‘if  direct aggression is discouraged by society for females more 
than for males, females possibly will make greater use of indirect forms of 
aggression instead’ (p. 404). Their study demonstrated that cultural expectations 
of gender appropriate behaviour had impacted upon the way in which boys and 
girls acted and reacted to provocation at school. They argued that boys were more 
likely to use direct forms of aggression (physical and verbal) while girls were more 
likely to indirect methods of intimidation (see also Bjôrkqvist et a l, 1992: 
Salmivallief al, 1996). While these results were not replicated in their entirety by 
Rivers and Smith (1994), on the whole significant differences in the nature of male 
and female aggression at school were found.
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Although Warren’s (1984) study made general references to the 
experiences of young lesbian and bisexual women, very little information is 
contained within the report relating the gender differences in the types of 
victimisation experienced at school. On the other hand, Pilkington and D’Augelli 
(1995) did compare and contrast the experiences of the youth who participated in 
their survey, and found that lesbian and bisexual young women were more likely 
to report being victimised (35%) than gay or bisexual young men (30%). Until the 
Sheffield surveys (Ahmad et a l, 1991; Whitney and Smith 1993), studies of 
bullying within the general school-aged population tended to reinforce the popular 
view that it was primarily a male phenomenon, however, as Rivers and Smith’s 
(1994) study demonstrated, at secondary school level while all types of bullying 
declined with age, verbal and indirect aggression were not found to vary as greatly 
in terms of frequency between the sexes as they did in primary school. Indeed, 
more girls than boys reported experiencing direct-verbal bullying (24.4% and 
23.1% respectively) and indirect bullying (10.2% and 8.2% respectively) at 
school. Thus, one of the objectives of a study comparable to that of Pilkington 
and D’Augelli (1995) would be to ascertain whether or not their findings 
transpose to a British sample.
As previously noted in Rivers and Smith’s (1994) study, within secondary 
school, boys used direct-physical aggression much more than girls (11.6% and 
4.8% respectively). According to Salmivalli e/a/. (1996) this finding suggests that 
boys use physical aggression to determine the unofficial social hierarchy within 
the school yard. Thus, analogous with Askew and Ross’s (1998) observation, 
boys who do not engage in aggressive interactions with their same-sex peers are 
much more likely to be victimised and labelled ‘gay’. However, Rivers and Smith 
have also suggested that the degree to which an individual is able to utilise indirect 
methods of bullying is reliant upon maturation and her/his ability to manipulate 
effectively the social infrastructure of other peer relationships at school. This 
would suggest that where pupils are bullied by participants older than themselves, 
one might expect to find a greater incidence of indirect behaviour. Furthermore, in 
line with Postmes and Spears (1998) suggestion, it may be argued that where a
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series of negative beliefs or attitudes about a group constitute the situational norm, 
they will have an effect upon the expression of aggression. More especially, 
perceptions of what constitutes the situational norm will promote the use of more 
direct forms of bullying behaviour (physical and verbal) by same-age peers (see 
below), or will facilitate the use much more subtle methods of intimidation by 
older pupils. Alternatively, it is also possible that, as Salmivalli et al (1996) 
suggested, boys may continue to use physical aggression to define their hierarchies 
in the school yard, thus negating the need to adhere outwardly to codes of social 
desirable behaviour.
Group versus individual aggression
I have previously argued that deindividuation theory has three contributions to 
make. First of all, where an individual is bullied by a group, classical 
deindividuation theory suggests that the nature of the behaviour to which she/he is 
exposed will be more aggressive and potentially more physically harmful than 
those perpetrated by a single ‘bully’ because of the release from personal 
inhibition. Secondly, and somewhat contrary to my first point, where a group is 
led by an identified individual, the aggressive behaviour of that person is likely to 
be greater than that of the group, who may goad the victim and urge the 
perpetrator on, but may not actively participate in the discriminatory behaviour 
(see Diener et al, 1973). Thirdly, as Postmes and Spears (1998) have argued, 
where an attitude, belief or behaviour is perceived to be a situational norm, 
members of the ‘in-group’ (the perpetrator, bystanders and the non-bullied) will 
identify with or participate in any resultant antinormative behaviour which 
ensures that they will either retain or augment their social status within the school 
yard hierarchy.
Craig and Pepler (1995) have argued that peer collusion in bullying shows 
not only disrespect for the victim and support for the perpetrator, but also their 
(the peers’) assumption of higher social status in the social hierarchy of the 
playground or school yard. They have suggested that bullying is a group process 
very similar in structure to that of mobbing (English definition) where the victim is 
harassed by multiple perpetrators. However, in the UK Whitney and Smith
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(1993) found that much of the bullying that took place within primary and 
secondary schools was perpetrated by individuals rather than groups. 
Unfortunately, the bullying in schools questionnaire devised by Olweus did not 
provide information about bystander activity, and, therefore, it remains unclear 
whether or not bullying was perpetrated by individuals acting in isolation, or 
whether it was perpetrated in the presence of supporters or bystanders.
However, as Festinger e ta l  (1952) argued, where an individual was a part 
of a group, they were released from internalised moral constraints which would 
normally inhibit violent or aggressive acts. They proposed that this release had the 
effect of reducing the personal responsibility of an individual for their own 
behaviour and that of the crowd, thus giving licence for more extreme acts of 
aggression. Similarly, in line with Postmes and Spears (1998) hypothesis, where 
an attitude, belief or behavi our was perceived to be the situational norm, inhibition 
may also be released. Thus, whether a behaviour is perpetrated by an identifiable 
individual supported by bystanders, or whether she/he acted as part of a group, 
her/his/their negative appraisal of homosexuality (the proposed situational norm), 
would facilitate more extreme acts of aggression which, in this context, may be 
determined in terms of type, frequency and duration. As I noted earlier in this 
chapter, such an hypothesis has been supported partially by Dukes etaUs (1997) 
study where gang membership was found to correlate with low levels of self- 
control, and the potential for more extreme behaviour.
Teacher support
Although much of the research cited in this chapter has focused upon 
victimisation perpetrated by peers, Pilkington and D’Augelli (1995) also found 
that 7% of their sample reported being hurt by a teacher, especially the young 
women (11% for women and 7% for men). While Warren (1984) and Mac an 
Ghaill (1994) have not suggested that teachers actively play a role in the 
victimisation of lesbian, gay and bisexual pupils, they have demonstrated that 
teachers were unsupportive:
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I went to a teacher and told him that I thought I might be gay. He said, no I
mustn’t think like that, it was just a phase all boys went through (Mac an
Ghaill, 1994, p. 168).
Currently, very little is known about the rate of bullying perpetrated by 
teachers who appraise homosexuality negatively, or, indeed, the level of support 
lesbian, gay and bisexual pupils receive in schools. While anecdotal evidence 
suggests that some teachers may actively collude with pupils in victimising or 
harassing another pupil who is perceived to be lesbian, gay or bisexual, data on 
rates of teacher bullying have yet to be collected from a British sample.
Long-term effects and psycho-social correlates in adulthood 
Although I have discussed research focusing upon the long-term correlates of 
bullying in Chapter 2, in this chapter I have briefly alluded to a number of 
empirical and theoretical works that suggest that victimisation in childhood and 
adolescence may be correlated with psycho-social problems in later years. For 
example, while Olweus (1993b) found no indication of a systematic association 
between participants’ experiences at school and being bullied in early adulthood 
(e.g. at work, college/university). Hawker’s (1997) study has suggested that the 
subordinate role victims play within the peer group is likely to impact upon their 
susceptibility to a depressive illness, especially where their subordination is 
constantly reinforced over a long period. Furthermore, I have argued that, unlike 
agonic methods of intimidation which are overt and provide the victim with an 
opportunity to defend herself/himself, where the method is covert the victim can 
be undermined without an opportunity to retaliate. Although both Gilbert’s 
(1997) and Hawker’s (1997) appraisal of agonic and hedonic control suggested 
that any long-term outcomes (e.g. depression) would be the same regardless of the 
mode, I have suggested that where an individual has the opportunity to defend 
herself/himself, regardless of the success of the venture, the very act of defence 
may guard against total loss of status and self-respect. Thus, those exposed to 
agonic methods of intimidation may fare better in the long-term than those whose 
social status was eroded hedonically. Therefore, susceptibility to depression 
among victims may vary as a function of the nature of the bullying they 
experienced at school.
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Chapter 2: Psycho-Social Correlates and Long-Term Effects 
of Violence and Trauma: A Review
Introduction
As I outlined in Chapter 1, a number of empirical and theoretical works have 
suggested that victimisation in childhood and adolescence is positively correlated 
with psycho-social problems in later years. Although Olweus (1993b) found no 
indication of a systematic association between participants’ experiences at school 
and being bullied in early adulthood (e.g. at work, college/university). Hawker’s 
(1997) study suggested that the subordinate role victims play within the peer 
group is likely to impact upon their susceptibility to a depressive illness, 
especially where their subordination is constantly reinforced over a long period. In 
addition, I proposed that, unlike agonic methods of intimidation which are overt 
and provide the victim with an opportunity to defend herself/himself, where the 
method is covert the victim can be undermined without being given the 
opportunity to retaliate. However, it will be recalled that both Gilbert’s (1997) 
and Hawker’s (1997) appraisal of agonic and hedonic control suggested that any 
long-term outcomes (e.g. depression) would be the same regardless of the nature of 
the bullying experienced by victims, and I suggested that where an individual has 
the opportunity to defend herself/himself, regardless of the success of the venture, 
the very act of defence may guard against total loss of status and self-respect. 
Consequently, those exposed to agonic (i.e. direct physical and verbal) methods of 
victimisation may fare better in the long-term than those whose social status was 
eroded hedonically (i.e. indirectly). Thus, susceptibility to depression among 
victims may vary as a function of the nature of the bullying they experienced at 
school.
In this chapter, I review clinical research focusing upon the psycho-social 
correlates and long-term effects of exposure to violence and trauma for both adults 
and children. Subsequently, I consider the effect of individual differences (i.e.
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personal resilience) in terms of levels of coping among victims of violence or 
abuse, and review some of the relevant theoretical debates currently surrounding 
the role of friendship and/or social support mechanisms in counteracting long-term 
negative outcomes. Following on from this, I review studies relating to the long­
term effects of bullying behaviour both at school and at work, and consider their 
ramifications for the present study. I then consider recent research focusing upon 
the correlates of psychological well-being among lesbian, gay and bisexual youth. 
Finally, I provide a summary integrating both empirical and theoretical works, and 
identify those questions/issues that underpinned both the quantitative and 
qualitative aspects of this thesis.
Long-Term Effects of Exposure to Violence or Trauma
Researchers in the field of developmental psychopathology have long argued that 
traumatic events experienced in childhood and adolescence can have a long-term 
and debilitating effect upon the quality of adult life (see Parker and Asher, 1987, 
for an overview). For example, in their recent review of literature focusing upon 
internalising disorders in childhood, Kovacs and Devlin (1998) have argued that 
many depressed adults can trace the onset of their affective disorder to an event 
occurring in childhood or early adolescence. Based upon an earlier study 
conducted by Newman, Moffitt, Caspi, Magdol, Silva and Stanton (1996), 
Kovacs and Devlin suggested that the effects of a negative event occurring in 
childhood can remain in evidence for up to five decades and, perhaps, beyond. 
This is a view shared by Rutter (1989, 1996) who has argued that research in the 
field of life-span development should take into account the continuities as well as 
the discontinuities that exist from childhood to adulthood. In terms of the 
continuities, he has maintained that links exist between ‘social isolation, peer 
rejection, odd unpredictable behaviour and attention deficits in childhood and 
schizophrenic psychosis in adult life’ (Rutter, 1989, p. 27). Furthermore, he has 
suggested that adult vulnerability is a consequence of ‘not “working through”, or 
otherwise coming to terms with, earlier stressful experiences’ (p. 43). Thus, he has
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proposed that those who cannot overcome the deprivations of childhood are 
unlikely to function successfully in the adult world (see also Main, Kaplan and 
Cassidy, 1985; Felsman and Vaillant, 1987; Bowlby, 1988; Farrington, 1993,1995 
for supporting evidence). In terms of the discontinuities, he has suggested that the 
physiological changes a person undergoes during puberty and the new experiences 
(s)he encounter as they grow older will have a significant impact upon their 
psychological functioning in adulthood. However, he has also provided a caveat to 
this proposition, arguing that despite such changes, it is impossible to remove 
entirely the effects of early experience from the psychological schema of the adult.
In terms of childhood experience, Rutter’s (1989, 1996) observations 
suggest that there is a certain inevitability in the adult who was victimised in 
childhood becoming or remaining a victim in later life. For example, among children 
who are rejected by their peers, various researchers have found strong correlations 
with later delinquency (Kupersmidt, 1983; Farrington, 1995), low self-esteem, 
loneliness (Parkhurst and Asher, 1987; Williams and Asher, 1987) and depression 
(Achenbach and Edelbrock, 1981; Rubin, LeMare and Lollis, 1990). While 
delinquency has been primarily associated with those children who are rejected 
because of their dishonesty, overt aggressiveness or general anti-social demeanour 
(West and Farrington, 1973; Prinz, Connor and Wilson, 1981; Pelham and Bender, 
1982; Bierman, 1986; Pope, Bierman and Mumma, 1991; Tolan and Guerra, 
1994), issues such as low self-esteem, loneliness and depression have been found 
primarily among those adults who, as adolescents, were considered ‘easy to push 
around’ or ‘timid’ (Parker and Asher, 1987, p. 382).
The correlates of exposure to violence and trauma: some clinical studies 
Comparable with Rutter’s (1986) discussion of the link between childhood 
experiences and adult psychopathology, Ellason and Ross (1997) have suggested 
that a linear relationship exists between experiences of physical or sexual trauma 
in childhood and adult psychosis (including schizophrenia). In their study of long
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term clinical outcomes for a sample 144 inpatients (131 women and 13 men; mean 
age 35 years) attending two treatment programmes for survivors of physical and 
sexual abuse, the authors reported finding particularly strong associations between 
factors such as the number of perpetrators of physical and/or sexual abuse and 
psychoticism. They also found significant relationships between both physical 
and sexual abuse experienced in childhood and symptoms indicative of 
dissociative, somatic, mood, anxiety, substance abuse and borderline personality 
disorders (similar results have been reported in studies and reviews by Van Der 
Kolk, 1987; Ross, Heber, Norton, Anderson and Barchet, 1989; Pribor and 
Dinwiddie, 1992; Ross, Anderson and Clark, 1994; Ellason and Ross, 1996). 
Concomitantly, in terms of self harming behaviour and suicidal ideation, they 
found significant relationships between reports of such behaviour and (i) the 
number of perpetrators of physical abuse and/or sexual abuse and (ii) the number 
of types of sexual abuse experienced by participants in childhood (all: /?< .001).
Based upon their two year follow up study of patients suffering 
dissociative disorders following trauma (Ellason and Ross, 1996), Ellason and 
Ross (1997) argued that rather than viewing mental illness as ‘organic’ in origin, 
researchers should also explore the possibility that clients may have suffered from 
some form of trauma that has increased their susceptibility to various disorders in 
adulthood. Hence, rather than using traditional methods of intervention (e.g. 
psychotropic drugs) to alleviate symptoms associated with various psychoses, 
Ellason and Ross suggested that where trauma was the root cause of psychiatric 
disturbance, psychotherapy and counselling may be more effective in alleviating 
long-term symptoms.
Support for Ellason and Ross’s (1997) suggestions has come from other 
researchers studying the psychiatric symptoms associated with physical and 
sexual abuse (see Cahill, Llewelyn and Pearson, 1991). For example, in their study 
of the long-term effects of sexual abuse in childhood, Cahill et al cited a number of
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clinical studies that suggested that survivors were likely to suffer from anxiety and 
depression, low levels of self-esteem and high levels of dissociation (see Bagley 
and Ramsay, 1986; Briere and Runtz, 1987; Murphy, Kilpatrick, Amick- 
McMullan, Veronen, Paduhovich, Best, Villeponteaux and Saunders, 1988). In 
addition, based upon research conducted by Herman and Hirschman (1981) with 
survivors of father-daughter incest, Cahill et al reported associations not only 
between childhood experiences of sexual trauma and poor self-image in adulthood, 
but also in forming and maintaining lasting intimate relationships.
The impact child sexual abuse can have upon adulthood relationships has 
only recently come to light, and this has been largely due to the fact that it has 
been given a high priority among statutory and voluntary services running 
intervention programmes (see Stainton-Rogers, Hevey and Ash, 1989, for an 
overview). According to Cahill et al. (1991), within relationships, adult survivors 
of child sexual abuse have reported experiencing a number of problems in terms of 
communicating their concerns, fears and insecurities to their spouses/partners. 
Such problems have included the inability to ‘trust and to love, anxiety 
surrounding emotional and/or physical intimacy, fear of being abused, rejected, 
betrayed or abandoned, and feeling undeserving, misunderstood and overly 
dependent in relationships’ (p. 122). Concomitant with problems in forming and 
maintaining relationships, Cahill et al. also noted that some researchers have 
reported participants’ experiencing difficulties in terms of defining their sexual 
orientation (see Meiselman, 1978; Browne and Finkelhor, 1986). In particular, 
Meiselman noted in her study of 23 former victims of father-daughter incest that 7 
had experienced lesbian relationships, or had commented upon the confusion they 
had experienced in terms of coming to a decision about their own sexual identity.
Although in recent years there has been gradual recognition of the long­
term emotional and behavioural impact sexual abuse has upon its victims (see 
Herbert, 1998), by way of contrast. Yule and Udwin (1991) argued that despite
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increasing evidence demonstrating a link between other forms violence or trauma in 
childhood and later psychological disturbance, there has remained little consensus 
within the medical profession as to whether or not very young children can suffer 
from certain types of disorders usually only diagnosed in adulthood - particularly 
post-traumatic stress disorder (PTSD). Yet, studies conducted with children who 
have survived natural disasters (e.g. earthquakes) or disasters arising from human 
error (e.g. the sinking of the ‘Herald of Free Enterprise’) have demonstrated that 
PTSD is not a disorder that manifests itself solely in adults (see Galante and Foa, 
1986; McFarlane, Policansky and Irwin, 1987; Yule and Williams, 1990). For 
example, in Yule and Williams’ study, many of the children who had survived the 
capsizing of the ‘Herald of Free Enterprise’ exhibited a number of classic 
symptoms associated with the onset of PTSD: ‘repetitive, unwelcome thoughts 
about the disaster; altered interest in previously enjoyed activities; increased 
physiological arousal; as well as depression and anxiety’ (Yule and Udwin, 1991, 
p. 132).
In Yule and Udwin’s (1991) study, 24 girls (aged between 14 and 16 
years) who had survived the sinking to ‘Jupiter’ in the Eastern Mediterranean 
were screened using three measures exploring the relationship between significant 
life events (i.e. the sinking), depression and anxiety. The girls completed the 
battery of tests at two time points (10 days after the sinking, and subsequently 
five months later). The results indicated that 10 of the girls who scored highly in 
terms of depression and anxiety after 10 days also scored highly 5 months later, 
and reported ‘higher rates of intrusive thoughts, avoidant behaviour, anxiety and 
depression’ when compared to the remaining 14 girls (p. 137). Although Yule and 
Udwin concluded that, following any form of disaster, immediate intervention (up 
to 10 days after the event) was likely to have the effect of reducing the rate of 
morbidity, it is only recently that this claim has been tested via empirical research.
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The lack of knowledge surrounding PTSD in childhood meant that, at the 
time Yule and Udwin (1991) conducted their study, there was very little 
comparative literature with which they were able to assess the strength or 
significance of their findings. As they pointed out, ideally assessment of any 
affective disorder should be validated using a number of agreed criteria. However, 
because symptoms associated with PTSD have focused and, indeed, continue to 
focus upon adult populations, the applicability of some of the criteria used in 
diagnosis of the disorder is questionable (see Herbert, 1998). For example, in 
studies of the long-term impact of violence or trauma experienced in adulthood, 
one of the secondary symptoms associated with PTSD concerns the degree to 
which a patient or client is no longer interested in a previously enjoyed activity. 
Yet, developmentally, it can be argued that interests, hobbies and recreational 
activities will alter as a function of growing older, and will not necessarily vary as 
a consequence of exposure to violence or trauma. Hence this particular diagnostic 
criterion can only be used effectively by practitioners when assessing the short­
term impact of trauma in children.
In contrast to the relative paucity of information that has been available 
with regard to PTSD in childhood, as indicated by my comments above, there 
have been a number of studies and clinical reports published over the last twenty 
years or so focusing upon the physical well-being and mental health of survivors 
of trauma occurring in adulthood. For example, a number of post-disaster studies 
have found that survivors have exhibited symptomologies analogous with 
depression, anxiety and PTSD up to fourteen years after the disaster had occurred 
(Baum, Gatchel and Schaeffer, 1983; Davidson and Baum, 1986; Holen, 1991; 
Green, Lindy, Grace and Leonard, 1992). Similarly, research into the long-term 
effects of interpersonal violence has shown that victims have continued to be 
affected by their recollections of past events up to two decades later. In one study 
of the effects of rape upon victims for example, Kilpatrick, Saunders, Veronen,
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Best and Von (1987) found a 16.5% rate of PTSD among their sample up to 17 
years after the incident.
Much of the research focusing upon the long-term impact of stressful life- 
events has been conducted with war veterans, particularly those from the Vietnam 
conflict of 1965-1975. In one recent study conducted by King, King, Fairbank, 
Keane and Adams (1998), the researchers explored the relationships between 
experiences of extremes of violence (e.g. war), threats to personal safety, and long­
term resilience-recovery patterns. Their study, which was primarily retrospective, 
was conducted with 1,632 Vietnam veterans (1,208 men and 424 women) who 
were contacted via the Veterans Affairs Medical School in Boston, 
Massachusetts. King era/. (1998) proposed that post-war well-being was related 
to three particular factors: personal hardiness, social support and the number of 
additional stressful life-events veterans faced on their return home (p. 421). In line 
with Kobasa’s (1979) earlier enquiry into stressful life-events, coping strategies 
and personality types, personal hardiness was described in terms of three primary 
components: (i) the sense of having control over one’s life; (ii) a sense of 
commitment and meaning underpinning one’s existence; and (iii) an ability to view 
life changes as challenges. It was hypothesised that veterans who were deemed 
more hardy would be able to utilise coping strategies better than those who were 
deemed less hardy, and, therefore, were less likely to suffer from stress related 
illness affecting both physical and mental health (e.g. PTSD).
The second factor in King et a/.’s (1998) study was an exploration of the 
level of social support veterans received on return home in terms of continued 
social interaction, instrumental assistance and emotional aid provided by Vietnam 
veteran networks and organisations. They argued that veterans who had been 
exposed to high levels of war zone stress but received a high level of functional 
social support were likely to exhibit fewer symptoms associated with PTSD than
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their counterparts who received little in terms of functional social support post­
war.
The third factor in King et a lfs  (1998) study focused upon the additional 
stressful life events that were likely to occur in the lives of veterans. Earlier 
studies of PTSD among rape victims had found that the long-term effects of sexual 
aggression were compounded by factors or events occurring elsewhere in personal 
history of the individual (see Resnick, Kilpatrick and Lipovsky, 1991; Green, 
1994). According to Solomon, Garb, Bleich and Grupper (1987), although an 
individual may have successfully adjusted following a traumatic episode in her/his 
life, she/he may remain sensitised to respond to any additional life stressors in a 
dysfunctional way. Thus, King et a l argued that veterans who were exposed to 
additional life stressors post-war were more likely to exhibit symptoms associated 
with PTSD than those with fewer stressors following their return home.
Added to the above three factors. King et al (1998) also built into their 
study a consideration of ‘other’ potential influences upon recovery rates among 
veterans. These included: (i) the nature of the combat to which veterans were 
exposed; (ii) exposure to atrocities or extraordinary episodes of violence; (iii) 
experiencing one or more episodes in which there was a perceived threat to 
personal safety; and (iv) discomfort resulting from exposure to a malevolent 
environment (i.e. war zone) (see Figures 3 and 4).
The results from their analysis of the data provided by the 1,208 male 
veterans who participated in their study are depicted in Figure 3. As the latent 
variable path model suggests, PTSD was directly and positively associated with 
perceived threats to personal safety (.28), exposure to atrocities or extraordinary 
episodes of violence (.09) and, on return home, exposure to stressful life events 
(.07). However, negative coefficients were recorded for factors such as receipt of 
functional social support (-.42), personal hardiness (-.25) and structural social
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support (personal social networks; -.07) suggesting that they mitigated against the 
onset of PTSD.
FIGURE 3: Structural Equation Model of the Associations Among War Zone Stressors: 
Resilience-Recovery Factors and Post Traumatic Stress Disorder for Men (PTSD) 
(Adapted from: King et al., 1998, p. 429).
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The results from King etal fs  (1998) analysis of the data provided by the 
424 women veterans who participated in their study are depicted in Figure 4. As 
the latent variable path model indicates, in the case PTSD was also directly 
associated with exposure to atrocities or extraordinary episodes of violence (.14) 
and threats to personal safety (.19). Concomitantly, on return home, exposure to 
stressful life events (.12) was also found to be associated with onset of PTSD, 
whereas coefficients for receipt of functional social support (-.47) and personal 
hardiness (-.28) suggest that they mitigated against its onset.
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FIGURE 4: Structural Equation Model of the Associations Among War Zone Stressors: 
Resilience-Recovery Factors and Post Traumatic Stress Disorder for Women (PTSD) 
(Adapted from: King et a l ,  1998, p. 427).
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King et a l (1998) argued that their findings supported their original 
hypothesis that factors such as personal hardiness and social support had a 
significant effect upon susceptibility to PTSD. They particularly noted the fact 
that the indirect effect of hardiness upon PTSD through the variable ‘functional 
social support’ accounted for 80% of the variance in men and 67% of the variance 
in women. They also argued that their results provided some support for Solomon 
etaV s  (1989) observation that negative life events occurring post-trauma had the 
effect of depleting ‘intrapersonal coping resources’ (p. 431). Consequently, King 
and colleagues suggested that exposure to negative life events would have a direct 
effect upon the likelihood of veterans suffering from PTSD because of their
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inability to expend additional personal energy in combating unforeseen stressful 
experiences.
However, King et a l (1998) did not consider the impact of positive life- 
events upon affective state and coping potential. As Dohrenwend, Krasnoff, 
Askenasy and Dohrenwend (1978) have argued, previous measures of life-events 
have been biased towards negative life experiences and have not considered the 
impact of pleasant or positive experiences upon psychological well-being (see 
Chapter 3, pp. 181-183). If, as Dohrenwend et a l have suggested, positive life 
experiences also impact upon susceptibility to affective disorders such as 
depression and PTSD, then many of the components King et a l identified as being 
relevant to our understanding of resilience and recovery following trauma would 
also be affected: personal hardiness may be increased, additional social support 
may be facilitated (as a result of a marriage/partnership), and, consequently, 
veterans may have been better able to cope with unforeseen stressful experiences 
in their daily lives.
While King et a l (1998) recognised that their results provided no assurance 
of the direction of the relationship between, war zone stressors, resilience- 
recovery factors and PTSD, their analysis of the data indicated that there was no 
evidence available at the time to disconfirm the models they presented (figures 3 
and4). Indeed, the models presented by King era/, provided constructive support 
for previous studies of psychological adjustment following trauma (see Rutter, 
1985, 1987; Garmezy and Masten, 1990; Masten, Best and Garmezy 1991; 
Aldwin, 1993; Garmezy 1993).
However, as Helzer, Robins and McEvoy (1987) have pointed out 
although reports of symptoms analogous with PTSD are relatively common, very 
rarely are the criteria met for diagnosis of the disorder among the veteran 
population or, indeed, the general population. For example, in their study they
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surveyed 2,500 residents of St. Louis, Missouri, and found that 15% of both sexes 
had experienced some of the symptoms associated with PTSD, particularly 
nightmares and ‘jumpiness’, but that less than 1% met the criteria for the full 
syndrome. Women experienced PTSD much more commonly than men (ratio: 2/1) 
with the most frequent cause being physical assault. Among men the most 
frequent cause of the disorder was found to be combat experience or seeing 
someone hurt or killed. In 50% of the cases of full PTSD, symptoms lasted for no 
more than six months, although 30% reported symptoms extending beyond three 
years.
When the results were broken down further, of the 43 Vietnam veterans 
interviewed (15 of whom had been wounded in the conflict), only 4 had 
experienced PTSD (3 of those wounded in combat and 1 of the others). Of the 69 
participants who had been subject to physical assault or mugging 18 months 
before being interviewed, only 2 had suffered from PTSD, although another 13 had 
experienced symptoms associated with the disorder.
Yet, Helzer et a l (1987) also found that there were a number of ‘other’ 
factors associated with those who met the criteria for PTSD. 80% also suffered 
from a number of other psychiatric disorders, the most common being obsessive- 
compulsive disorder and mood disorder. In addition, participants were also found 
to have high rates of truancy, vandalism, alcohol abuse and running away before 
the age of 15 years - behaviours also associated with substance abuse and anti­
social personality disorder. Although Helzer and his colleagues were cautious in 
their interpretation of the relationship between exposure to violence or trauma and 
PTSD, they did suggest that, in terms of construct validity, the fact that the 
majority of those who had either experienced combat or had been subject to some 
form of physical assault did not meet the criteria for diagnosis, suggests that those 
criteria while remaining relatively robust, may also exclude a number of people 
who are experiencing difficulties in recovery.
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Overcoming violence and trauma: social networks and personal resilience 
In addition to psychiatric and psychotherapeutic interventions in countering the 
long-term effects of exposure to violence and trauma, researchers have also 
focused upon those interpersonal and intrapersonal factors that facilitate recovery. 
For example, both King et a lfs  (1998) and Ellason and Ross’s (1997) studies 
identified the need for the utilisation of social networks by client groups in order 
to overcome adversity. Additionally, as King et al. pointed out, personal hardiness 
may also mitigate against the onset or continued presence of an affective disorder 
post-trauma, and researchers have been interested in the coping strategies victims 
of trauma have used to deal with subsequent negative life events.
Social networks: theory and recent research
In their model of social networking, Marsella and Snyder (1981) proposed that the 
efficiency of a social network in providing support for an individual is related to 
its effectiveness on four interconnected dimensions: (i) structure, (ii) interaction, 
(iii) quality and (iv) function.
In terms of structure, Marsella and Snyder (1981) have argued that the size 
of the network is an important factor, as is its stability (longevity), and the 
‘density’ or ‘connectedness’ of its members (the extent to which members 
develop or maintain relationships independent of the network). They have also 
suggested that networks that do not provide regular support from a collective of 
like-minded people are unlikely to assist the individual in coping with life-time 
transitions. In terms of interaction, they have argued that it is important for the 
individual to have a multidimensional relationship within the network, taking on 
more than just one role: this is especially important in ensuring that the network 
is, itself, self-supporting so that members engage in a reciprocal relationship where 
they are able to support other members of the network in addition to receiving 
support themselves. Concomitantly, Marsella and Snyder have suggested that this
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multidimensional relationship should also include an appreciation of the level of 
support (intensity) members require to ensure their well-being. Additional 
features related to the interaction dimension include the homogeneity of members 
(do they all have similar backgrounds or experiences?), their geographic location 
(can they meet up easily?), and the duration or frequency of contact with 
members (can they meet up regularly over a number of months and/or years?).
In terms of quality, Marsella and Snyder (1981) have suggested that the 
nature of the relationships members of the network have with each other is of 
considerable importance, as is the degree of intimacy they share. They have 
proposed that the level of affiliation an individual feels towards other members of 
the social network will impact upon the efficacy of the support (s)he receives. 
Thus, those who do not share a common outlook or experiential base will not gain 
as much from being a member of the social network as those whose experiences or 
backgrounds are closely connected. Finally, the fourth dimension - function - 
applies to the specific purpose of the network in providing support (i.e. who are 
its client group?), and whether or not the network is effective in the provision of 
such support.
In addition to facilitating members. Moos and Mitchell (1982) have argued 
that social networks also act as social regulators, instilling rules and regulations 
relating to institutional behaviours, beliefs or attitudes For example, Sugarman 
(1993) quotes Antonucci and Depner (1981) who have suggested that some social 
relationships confer the status of ‘an appropriately functioning member of 
society’ (p. 241), while others relegate members of certain groups to the status of 
undesirable. Indeed, as Gottlieb (1983) pointed out, social network theory is 
comparable to aspects of social identity theory (see Chapter 1, pp. 42-47) in that 
social networks can also have the effect of identifying clusters of individuals who 
constitute a social or political embarrassment (e.g. Vietnam veterans on their 
return home after losing the conflict).
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Although King et al.’s (1998) research demonstrated that social networks 
can have a significant role to play in promoting recovery from violence or trauma, 
Frable, Platt and Hoey (1998) have shown that in terms of supporting 
marginalised groups within society, the ability of a network to assist in an 
individual’s recovery is reliant upon a certain degree of ‘visibility’ and confidence 
for both network members and those who require their assistance. Where a client 
group is hidden or concealed, social support networks do not materialise, and thus 
the individual is left to cope with the difficulties (s)he may be facing on her/his 
own. However, where the client group has a visible presence within society (such 
as the Vietnam war veterans who vigorously campaigned for both recognition and 
federal support in terms of veteran programmes throughout the 1970s and 1980s), 
lines of communication are established and resources are made available to those 
who require them.
In Frable eta lfs  (1998) study, they considered the potential impact social 
support mechanisms could have for those who had a concealable stigma (being 
lesbian, gay, bulimic or coming from a family earning less than $20,000 per 
annum), when compared to those with a non-concealable stigma (being Black, 
over-weight or physically disabled). They hypothesised that those who had 
concealable stigmas were more likely to suffer from negative self-perceptions 
because they were unable to seek similar others:
We focused on people with concealable stigma because logically they should have the 
most difficulty finding similar others. Unlike their conspicuous stigmatised peers, those 
with hidden stigmas cannot simply scan the environment and see people who share their 
group membership. They may be surrounded by other gay, bulimic, or lower-class 
people and still only have clues that their concealed stigma is shared (p. 910)
According to Gofftnan (1963) and Mar (1995), individuals with concealed 
stigmas only locate others who are similar to themselves by attending particular 
venues (e.g. gay bars/clubs, clinics and discount stores) on certain dates, or at 
certain times, or by wearing insignia or clothing identifying their affiliation to a
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f  Violence and Trauma 86
particular group (e.g. a red ribbon). However, both Goffman’s and Mar’s 
hypotheses also suggest that the very act of seeking out similar others in various 
venues at particular times constitutes a personal statement on the part of the 
individual about their affiliation to similarly stigmatised others. Although this 
inconsistency in theory has been in existence for over three decades, it has never 
been explored fully, and, thus, it remains unclear whether or not those who seek 
out similar others at certain times and in certain venues are truly hidden from 
public scrutiny.
To explain the relationship between concealable stigmas, self-perception 
and social support, Frable et al. (1998) asked 978 Harvard undergraduates to 
complete a 200 item personality and life-style questionnaire, together with a 
measure of depression, anxiety and hostility (Zuckerman and Lubin, 1965), two 
measures of self-esteem (Rosenberg 1965; Fleming and Courtney, 1984), and a 
measure focusing upon participants’ memberships of social networks. Their 
results showed that participants with concealable stigmas were found to be more 
anxious and more depressed than four comparison groups (those with visible 
stigmas, visible wealth, concealed wealth and a medium range control group; all: p  
< .025). They also scored negatively in terms of self-perception, self-esteem, 
social confidence, self-worth, physical appearance and in their estimates of 
physical abilities (all: p  < .01). Those with concealable stigmas were found to 
spend a great deal more time in class or study than comparison groups, and tended 
to be alone more often. However, they were more likely to feel better about 
themselves and less anxious when they attended venues for similar others (p < 
.001).
Based upon their findings, Frable et al. (1998) argued that because those 
with concealable stigmas are not easily identified in society and, consequently, are 
more likely to lack support, they may also lack expert knowledge about their 
social group, resulting in negative appraisals of themselves and their stigma (which
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may be reinforced by the mores of the society or culture in which they live). In 
addition, the researchers also suggested that because of the limited and biased 
knowledge individuals hold about their concealed stigma, they may react in a more 
extreme manner when they meet similar others: unlike those with positive 
perceptions of themselves, those with biased or negative perceptions are more 
likely to deny or criticise those with whom they share a common bond.
Having said that, Frable eta l (1998) recognised that their participants (all 
Harvard undergraduates) did not constitute a representative sample, and, in 
theory, were more likely to be accepting of those who were lesbian, gay, bulimic 
or from lower socio-economic backgrounds than the general population. Similarly, 
they argued that those they identified as having concealable stigmas represented 
only a fraction of a population that also includes those who are mentally ill, 
illiterate, HIV positive and those who have criminal convictions (all of which have 
culturally based negative appraisals). Therefore, while Frable et aVs results were 
not necessarily an accurate reflection of the experiences of the majority of those 
with concealable stigmas, their study did provide an extension of the theoretical 
debates surrounding cultural stigma, and, as the authors concluded:
Identifying vulnerable groups in vulnerable places tell us when, where, how, and with
whom to intervene (p. 921).
Friendship: theory and research
In addition to those formal networks that seek to assist or support traumatised or 
marginalised groups within society, the majority of individuals can also rely upon 
an informal network of friends who are able to provide emotional sustenance and 
guidance based upon mutual attraction. According to Klinger (1977), the emotional 
support a person receives from her/his friends includes 6 loyalty, trust, intimacy 
and fun’ (Hartup and Stevens, 1997; p. 355). Although some individuals are 
unsuccessful in forming or maintaining friendships, inmost societies friendship is 
valued and sought after by the majority; and the process of seeking or maintaining
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friendships tends to be life-long, beginning in early childhood, and continuing 
throughout adulthood and on into old age.
In their review of research focusing upon friendship and adaptation across 
the life course, Hartup and Stevens (1997) identified a number of studies where it 
has been shown that adolescents and young adults bereft of friendships during the 
early part of their development are more likely to suffer from low self-esteem, and 
are less likely than their more popular peers to have coped successfully with 
upheavals such as changing schools (see Simmons, Burgeson and Reef, 1988; 
Bukowski, Hoza and Newcomb, 1991; Bemdt and Keefe, 1992).
Additionally, Haugaard and Tilly (1988) have suggested that, for 
heterosexual young people, the absence of friends during middle childhood may be 
a precursor of later difficulties in forming and maintaining romantic relationships 
in adolescence. However, in reply Hartup and Stevens (1997) have argued that 
such difficulties in forming or maintaining romantic relationships may not be 
causally related to the absence of friendships at school, rather they may reflect 
individual differences in self-esteem and social confidence which, in turn, may be 
linked to the absence of friends in middle childhood. For example, longitudinal data 
gathered over 12 years by Bagwell, Newcomb and Bukowski (1996) found that 
sociometric status in childhood (i.e. being popular versus rejected) was a predictor 
of school performance, career success, personal aspirations and sociability in 
adulthood, whereas simply having friends was not. However, Bagwell et a l also 
found that childhood friendships not only predicted positive attitudes towards 
family members and feelings of self-worth, but, surprisingly, they also predicted 
depressive symptoms, implying that friendship may not always act as a buffer 
against the impact of violence or trauma.
Notwithstanding, Hartup and Stevens (1997) have suggested that 
friendships serve two social purposes: (i) they facilitate the individual’s well­
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being through the reciprocal (i.e. giving and receiving) nature of the relationship; 
and (ii) they provide a supportive ann in times of need. Furthermore, they argued 
that friendship is not a one-dimensional social interaction, it, like all human 
behaviour, can vary by degrees. For example, Hartup (1996) has argued that 
friendships vary as a function of those with whom an individual is friendly, and 
the level of intimacy she/he shares with each person. Thus, Hartup maintained 
that friendship is multi-dimensional, and in order to asses the efficacy of 
friendships as buffers against adversity it is necessary to assess their strength in 
terms of their content (e.g. what friends do together), constructiveness (e.g how 
disputes between friends are resolved), closeness (e.g. willingness to disclose), 
symmetry (i.e. do friends exert the same amount of influence on each other in 
terms of ‘social power’; p. 357), and affective character or attachment style (i.e. 
secure or insecure attachment).
Theoretically, much of the research focusing upon the developmental 
significance of friendships arises from a re-evaluation of early psychological 
studies of children’s learning (see Piaget, 1932; Mead, 1934; Sullivan 1953) in 
which it was argued that child-child interaction held the key to facilitating both 
social and cognitive development. As Johnson (1980) argued:
Experiences with peers are not superficial luxuries to be enjoyed by some students and 
not by others. Students-student relationships are an absolute necessity for healthy 
cognitive and social development and socialization (p. 125).
Support for this proposition not only arises from studies of children’s 
interactive learning (see Wood, Bruner and Ross, 1976), it also arises from studies 
of academic success among popular and rejected adolescents. Indeed, various 
studies have found a link between peer rejection in childhood or adolescence and 
later academic failure or ‘dropping out’ (Kuhlen and Collister, 1952; Ullman, 
1957; Bowman and Mathews, 1960, Amble, 1967; Lambert, 1972, Kupersmidt, 
1983; Vallerand, Fortier and Guay, 1997). For example, early research by Amble 
(1967) suggested that as many as 46% of males and 14% of females who were
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identified by their teachers as being rejected or ‘barely tolerated’ by their peers 
were drop-outs in high school some years later.
The significance an individual attaches to friendship across the life course 
can be seen in the various investigations researchers have conducted relating to the 
number of friends we have across the lifespan. Within nursery school, correlations 
between teachers’, nurses’ and parents’ reports of children’s social behaviour have 
suggested that about 75% of pre-schoolers are involved in reciprocal relationships 
with peers (Howes, 1983; Hinde, Titmus, Easton and Tamplin, 1985). During 
adolescence, this figure rises to between 80% and 90%, and remains high 
(approximately 90%) until middle age, and then it tends to decline slowly (Van der 
Linden andDijkman, 1989; Wright, 1989; Schutze and Lange, 1993). Very few (6- 
7%) have no friends as adults, although this figure rises slightly for those over the 
age of 65 as a result of bereavement (12% for women and 22% for men; Fischer 
and Phillips, 1982).
In terms of the time spent with friends, Larson and colleagues (Larson, 
Zuzanek and Mannell, 1985; Larson and Bradney, 1988) have estimated that, as 
adolescents, 29% of our waking hours is spent in some form of interaction with 
friends, whereas the figure is only 7% for middle aged women and men, and 9% 
for those over the age of 65.
Analogous with these estimates, it has been suggested by various 
researchers that not having any friends, particularly in adolescence, has 
developmental significance in that it predicts outcomes such as delinquency, low 
self-esteem, loneliness, and depression (West and Farrington, 1973; Achenbach 
and Edelbrock, 1981; Prinz, Connor and Wilson, 1981; Pelham and Bender, 1982; 
Kupersmidt, 1983; Bierman, 1986; Parkhurst and Asher, 1987; Williams and 
Asher, 1987; Rubin, LeMare andLollis, 1990; Pope, Bierman and Mumma, 1991; 
Tolan and Guerra, 1994; Farrington, 1995). However, as Parker and Asher (1987)
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pointed out, this prediction varies according to the reasons underpinning the 
individual’s rejected status: those who were aggressive as children are more likely 
to have a record of delinquency in adolescence than those who were shy or 
withdrawn (Kohlberg, LaCross, and Ricks, 1972).
According to Kohlberg et a l (1972), developmental pathways between 
withdrawal, inhibition and shyness in childhood and adult outcomes are almost 
impossible to predict because shyness and withdrawal tend to be episodic rather 
than continuous behavioural traits; and because of the absence of a cumulative 
effect, the long-term implications of childhood inhibition will vary according to 
individual differences - this is an argument with which Parker and Asher (1987) 
concur.
In their review of literature focusing upon the impact of peer relations 
upon later adjustment, Parker and Asher (1987) presented an alternative 
perspective for understanding the dynamics of children’s social relationships, and 
their impact upon the development of the individual. Unlike many of the studies 
cited above which have tended to focus upon friendships formed within an 
institutional setting (e.g. school), Parker and Asher suggested that researchers 
should take a more dynamic approach in order to understand the nature of social 
interaction by ‘stepping out of the classroom’ (p. 381). They argued that in 
addition to comparing the behavioural characteristics of popular and rejected 
children, researchers should focus upon the differences between rejected (disliked) 
and neglected (neither liked or disliked) children. Indeed, in Kupersmidt’s (1983) 
study, comparison of rejected and neglected children indicated that rejected 
children were more at risk of academic failure, dropping out and delinquency than 
those who were characterised as neglected children. In addition, Parker and Asher 
also argued that there is a qualitative difference between acceptance (getting along 
with one’s peers) m b friendship (forming an emotional bond to another), and that 
the two may not share common ground. For example, Furman and Robbins (1985)
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suggested that while acceptance provides an individual with a sense of inclusion, 
unlike friendship, it does not necessarily convey ‘affection, intimacy, reliable 
alliance, and enhancement of worth’ (Parker and Asher, 1987, p. 381).
Beyond the school grounds, Parker and Asher (1987) also highlighted the 
importance of friendships with peers who are not classmates. As they pointed 
out:
Because acceptance is typically assessed only among classmates, it is possible that 
some children identified as unpopular do, in fact, have friends in other settings (p. 381).
Consequently, those who are unable to function effectively at school as a result of 
their social rejection may be able to function more effectively in alternative 
environments where they are valued and accepted. A corollary of this hypothesis 
is that those children who are popular outside school but not within it may not 
exhibit many of the long-term sequelae of peer rejection I identified earlier in this 
chapter.
Finally, Parker and Asher (1987) argued that a rejected child’s nonpeer 
social relationships with siblings, parents, grandparents and extended family 
members (aunts, uncles and cousins) may mitigate against factors such as 
delinquency, loneliness and social maladaptation by providing not only emotional 
support, but also by providing a forum whereby those social skills usually 
associated with peer interaction can be learned effectively.
Overall, Parker and Asher’s (1987) critique of research exploring peer 
acceptance and rejection suggested that where a researcher has used estimates of a 
pupil’s popularity at school to arrive at a global assessment of her/his socio­
metric status, type 1 errors are likely to have been made in the interpretation of 
data. Without an assessment of the nature of young people’s social relationships 
outside the educational environment, school-based studies do not provide 
conclusive evidence of an association between an individual’s popular, rejected or
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neglected status and social functioning in adulthood. In addition, as King et a l 
(1998) demonstrated in their study of PTSD post-Vietnam, in assessing the 
relative impact of any support mechanism (formal or informal) upon an 
individual’s capacity to overcome a traumatic experience, the researcher should 
also attempt to assess the degree to which individual differences in coping style or 
personal hardiness have an impact upon long-term well-being.
Personal resilience: The reflective self ’ in research
As I noted previously in the discussion of King eta lfs  (1998) study of resilience- 
recovery factors among Vietnam veterans, coping strategies and personality types 
played a significant role in determining the likelihood of recovery following 
exposure to violence and trauma. Based upon Kobasa’s (1979) study of individual 
differences and stressful life-events. King et al used the construct ‘personal 
hardiness’ to explain why some veterans more than others were able to cope with 
post-war stresses, and they described this construct in terms of three primary 
components. Firstly, those who were described as being ‘hardy’ had a sense of 
having control over their lives, and believed themselves to be active rather than 
passive in the shaping of future experience. Secondly, they had a sense of 
commitment and meaning underpinning their existence, and had a number of goals 
to strive towards. Thirdly, they showed an ability to view life changes as 
challenges, rather than as barriers to success. As King et a l (1998) argued, 
veterans who were deemed more hardy would be able to utilise coping strategies 
better than those who were deemed less hardy, and, therefore, were less likely to 
suffer from stress related illness affecting both physical and mental health.
Although some aspects of King et alCs (1998) study were problematic in 
terms of their methodology and control of possible intervening variables (e.g. 
positive life-events), their results are consistent with current theory relating to 
resilience factors in both adults and children who have experienced trauma (Rutter, 
1985, 1987; Garmezy and Masten, 1990; Masten, Best and Garmezy 1991;
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Aldwin, 1993; Garmezy 1993; Fonagy, Steele, Steele, Fliggit and Target, 1994; 
Olafsen and Viemerô, 1998).
For example, in their review of the literature surrounding resilience across 
the lifespan, Fonagy et al. (1994) argued that there are a number of defining 
attributes of resilient children when compared to their vulnerable counterparts. 
According to Fonagy et al., such attributes include: (i) higher socio-economic 
status; (ii) gender [female before puberty; male subsequently]; (iii) the absence of 
organic deficits; (iv) easy temperament; (v) being a young age at the time of the 
trauma; and (vi) an absence of early separations or losses. Combined with these 
attributes, they also argued that there are a number social circumstances that also 
provide a cushion against adversity, and these included: (i) competent parenting; 
(ii) a good relationship with at least one primary care giver; (iii) the availability in 
adulthood of social support from partner, family or other figures; (iv) a good 
network of informal relationships and formal social support via (v) better 
educational experiences; and (vi) an involvement in organised religious activity and 
faith.
At a personal level, Fonagy et al. (1994) also argued that psychological 
functioning was an important attribute which appeared to protect young people 
from stress. They described such functions as (i) a high intelligence quotient [IQ] 
and good problem solving skills; (ii) superior coping styles; (iii) task-related self- 
efficacy; (iv) an internal locus of control; (v) a high sense of self-worth; (vi) 
interpersonal awareness and empathy; (vii) a willingness or capacity to plan; and 
(viii) a sense of humour.
While Fonagy et alCs (1994) summary of the defining attributes that make 
a resilient child are very closely associated with those factors identified by King et 
al. (1998) as having an impact upon resilience-recovery among Vietnam war 
veterans (personal hardiness, social support and the ability to cope with stressful
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life events), they also identified a number of other attributes that cannot always be 
measured empirically (e.g. religiosity, educational experience, empathy, sense of 
self-worth, the ability to plan, a sense of humour and coping style).
According to Fonagy et al (1994), in addition to those quantitative 
measures used in assessing the impact of negative experiences upon the individual 
(see, for example. King et al., 1998), qualitative approaches to data collection have 
provided a much needed insight into the nature of the coping style used by victims 
of violence and trauma. Using techniques borrowed from psychoanalysis (see 
Freud, 1900/1953; Rapaport, 1951; Joseph, 1987; Spillius, 1988; Fonagy, Steele, 
Moran, Steele and Higgit, 1991), Fonagy et al (1994) argued that, in the case of 
research on attachment, individuals who are allowed to reflect upon their 
experiences (the so-called ‘reflective self) are better able to ‘think of their own 
and other’s actions in terms of mental states’, and are better able to recall ‘feelings, 
beliefs, intentions, conflicts and other psychological states in their account of past 
and current attachment experience’ (p. 241).
Fonagy et aVs (1994) assertions are supported by both theorists and 
researchers looking at the effects of stigma upon the individual. For example, 
Gergen and Gergen (1983) have argued that the use of personal narratives as 
sources of data has been shown to not only provide a wealth of information to 
assist the researcher in the formulation of hypotheses, it has also been argued that 
it provides an insight into the ‘true self of interviewees, identifying both their 
strengths and weaknesses of character. In one study, Mason-Schrock (1996) 
explored the process of radical identity change among 10 pre-operative 
transgendered participants attending a specialist support group. Using in-depth 
interviews, lasting two-and-a-half-hours, he discussed with participants their 
experiences of growing up in an environment where their gender confusion was 
ridiculed or condemned, and where rigid sex stereotypes were enforced. From the 
data he collected, Mason-Schrock found that, in terms of reinventing themselves
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as members of the opposite sex, members of the support group utilised a number 
of coping and affirmatory strategies to assist each other in continuing the process 
of gender reassignment and overcoming denial. Such strategies, Mason-Schrock 
described in terms of (i) modelling, (ii) guiding, (iii) selective affirmation, and (iv) 
tactful blindness, each of which is discussed below.
Within the support group, Mason-Schrock (1996) found that the stories 
each participant told were sources of both comfort and support for new members. 
In addition, he also found that these stories or ‘self-narratives’ (p. 187), helped 
newcomers determine whether they were truly transgendered or whether they 
were more likely to be cross-dressers. Thus, these self-narratives provided a 
model with which questioning individuals were able to compare their own 
experiences, and come to a decision about their gender identity or transvestic 
status in a non-conffontational environment.
As Mason-Schrock (1996) pointed out, whereas modelling was primarily 
concerned with studying the stories of others and considering their relevance to 
personal states, guiding was a more interactive process whereby established 
members of the support group questioned the motivation behind new members’ 
cross-dressing or proposed gender reassignment, providing them with a further 
opportunity for reflection.
While both modelling and guiding were primarily employed as means to 
assist the individual in considering the ramifications of gender reassignment, as 
previously stated, this took place within a support group where members also 
received affirmation from their peers. Mason-Schrock (1996) found that the 
process of affirmation which included very simple behaviours such as ‘nodding’, 
‘smiling’ and ‘murmuring’ not only validated new members’ stories, but also their 
emerging identity in terms of bolstering self-esteem.
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f  Violence and Trauma 97
Finally, as Gofftnan (1967) pointed out, transgendered people often 
employ ‘tact’ as a method of disregarding ‘discrepancies and implausibilities in 
each other’s stories’ (Mason-Schrock, 1996, p. 189). Tactful blindness therefore 
allowed members of the support group, who were often from very different walks 
of life, to maintain a reciprocal and sustained relationship between themselves and 
others by concentrating upon their similarities rather than their differences. 
Indeed, Mason-Schrock argued that in doing so, tactful blindness ‘shielded the 
practice of using self-narratives to create evidence of a “true self’ that did not yet 
exist’ (p. 189), nurturing but not affecting members’ emerging‘new’ identities.
While both Fonagy et aVs (1994) and Mason-Schrock’s (1996) analyses 
of the efficacy of the personal or self narrative suggests that a great deal can be 
learned about the nature of coping and resilience in the face of adversity or 
challenge, both reports also suggest that participants asked to provide entire 
narratives are less likely to be accurate in terms of recall than those who are asked 
to reflect upon particular experiences, relationships or behaviour. In Fonagy et 
tf/.’s estimation, the data suggest that, at least in terms of understanding 
attachment, the personal narrative is a useful and accurate tool for the researcher in 
identifying features associated with resilience, but only if  questions are guided and 
focused towards particular episodes, events or relationships. In terms of Mason- 
Schrock’s study, although he argued that the self-narrative provided a useful tool 
to assist personal reflection (both for individuals and those to whom they have 
disclosed), where the issue is one of identity transformation (be it in terms of 
gender, sexuality or social status), there is also a need to ‘rewrite’ the ‘true self 
and make sense of past events or episodes in light of this revision (p. 190). While 
some researchers have argued that such revisions impact upon the accuracy of 
recollection, particularly where a memory has been repressed and where there is a 
significant lapse in time between an incident or event and retrieval (see Neisser, 
1994), others have suggested that while the interpretation of the meaning of past 
experiences may be altered, it is unlikely that their factual accuracy will be
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negatively effected (see Chapter 3, pp. 154-165 for a review of autobiographical 
memory).
Bullying Behaviour and Its Long-Term Effects: Recent Research Findings
In chapter 1 (p. 36), I commented upon the fact that until recently much of the 
research focusing upon bullying at school was conducted without reference to 
many of the theories and ideas underpinning the study of aggression and 
victimisation. This was due primarily to the need for an assessment of the nature 
and extent of bullying behaviour in various social and cultural settings (see Smith 
et a l, 1998), but it was also partly due to the need for the development of 
effective intervention strategies to reduce levels of violence in schools.
As I have outlined above, while there are studies suggesting that exposure 
to violence or harassment in a number of settings can have a long-term and 
debilitating effect in adulthood, it is only in the last few years that attention has 
been focused towards understanding the impact bullying and harassment has upon 
victims. In this section, I provide an overview of relevant research linking negative 
affect and social maladaptation to experiences of bullying both at school and at 
work/university/college.
Bullying at school
In my review of research focusing upon friendship (see above; pp. 87-93) I noted 
that Hartup and Stevens (1997) identified a number of studies where it was shown 
that adolescents and young adults who were bereft of friendships during the early 
part of their development were more likely to suffer from low self-esteem, and 
were less likely than their more popular peers to have coped successfully with 
upheavals such as changing schools (see Simmons, Burgeson and Reef, 1988; 
Bukowski, Hoza and Newcomb, 1991; Bemdt and Keefe, 1992). In addition, 
Haugaard and Tilly (1988) argued that the absence of friends during middle 
childhood may be a precursor of later difficulties in forming and maintaining
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romantic relationships in adolescence. However, it will be recalled that Hartup and 
Stevens (1997) suggested that such difficulties in forming or maintaining romantic 
relationships may not be causally related to the absence of friendships at school, 
rather they may reflect individual differences in self-esteem and social confidence 
which, in turn, may be linked to the absence of friends in middle childhood.
Researchers interested in identifying the long-term effects of bullying 
behaviour have also attempted to establish links between difficulties in forming 
romantic attachments in adulthood and peer victimisation in childhood. For 
example, in a study conducted in the US, Gilmartin (1987) compared two groups 
of heterosexual men (one older TV = 100; one younger N  = 200) whom he described 
as ‘love-shy’ (unable to form a lasting intimate relationship with a member of the 
opposite sex) to a sample of young men (N = 200) whom he described as being 
‘socially successful with women and who engage in a great deal of informal 
heterosexual interaction including dating, partying, and lovemaking’ (p. 475). 
Gilmartin presupposed that so-called ‘love-shyness’ in men was the result of an 
inborn temperament factor (see, for example, Eysenck, 1976), and that those with 
an ‘inhibition gene’ were more likely to experience chronic bullying at school and 
had learnt to associate feelings of ‘painful, anticipatory anxiety with the thought 
of informal, sociable interaction with male peers’ (p. 471). Based upon this 
presumption, Gilmartin argued that both samples of ‘love-shy’ men would 
compare less favourably than ‘non love-shy s’ on various measures including the 
number of friends they reported, their participation and enjoyment of contact 
sports, and the number of intimate relationships they had enjoyed. In addition, he 
hypothesised that ‘love-shys’ would recall a great deal more peer victimisation at 
school than ‘non love-shys’, and that they were more likely to agree with the 
statement, ‘Throughout most of my life I never had any friends’ (p. 473). His 
results showed that not only had Tove-shys’ experienced a great deal more 
victimisation at school than ‘non love shy s’, but that they had disliked contact 
sports and ‘rough and tumble’ play, and scored low on the Eysenck Personality
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Questionnaire (EPQ) scale for extroversion (Eysenck and Eysenck, 1975). 
Additionally, in terms of friendship, 73% of the older ‘love-shy’ group (aged 35- 
50 years) reported never having had a friend as compared to 53% of the younger 
‘love-shy’ group (19-24 years). (No one from the ‘non love-shy’ group reported 
similarly). Related to this finding, while 57% of the ‘non love-shys’ recalling 
having three or more close friends as children, no one from the older ‘love-shy’ 
group and only 11% from the younger ‘love-shy’ could compare. In terms of 
sexual relationships, neither of the two ‘love-shy’ groups reported having had a 
meaningful relationships with a member of the opposite sex.
Although, as noted above, Gilmartin’s (1987) results supported the 
hypothesis that timidity and being easy to push around in childhood or 
adolescence can have a long-term negative impact upon future social experience 
(cf. Parker and Asher, 1987), his study also highlighted a number of 
methodological considerations relevant to researchers engaged in the study of 
childhood experiences and their long-term outcomes. First of all, in terms of 
sampling, he has acknowledged that all three samples (‘love shy’ and ‘none love 
shy’) were unusual in terms of their test scores: both ‘love-shy’ groups scored in 
excess of two standard deviations from Twentyman and McF all’s (1975) mean for 
the Survey of Heterosexual Interactions (SHI) - the key measure of ‘love-shyness’ 
employed by Gilmartin - suggesting that they were an unusually reticent group of 
men prior to the study. Additionally, the ‘non love-shy’ group were found to be 
much more socially confident than Twentyman and McF all’s normative data 
group, again suggesting that, in terms of heterosexual interactions, the ‘non love- 
shys’ who participated in Gilmartin’s study were much more successful with 
women than he had expected.
A second concern raised by Gilmartin’s (1987) study relates to the fact 
that he did not attempt to establish the reliability of participants’ recollections of 
school experience which were pivotal to the interpretation of the results. Although
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retrospective cross-sectional studies have been used by various researchers to 
established hypotheses upon which to base prospective studies (see, for example, 
Kakuyama and Matsui, 1995), the absence of any estimate of stability of 
participants’ memories (i.e. test-retest reliability) or, indeed, accuracy of their 
recollections (using peer/teacher nominations) suggests that caution should be 
excerised in interpreting the results. Having said that, Gilmartin (1987) did 
acknowledge this particular weakness in his design, however, he also argued that 
because ‘love-shys’ and ‘non love-shys’ were being asked the same questions, 
‘there was little reason to believe that the recall requirement would impact the 
love-shys differently than it would impact the nonshys, or that the loveshys had a 
better or worse memory for events of the distant past than the nonshys’ (p. 480). 
Thus, he suggested that the degree of distortion in memory experienced by ‘love 
shys’ would be exactly the same for ‘non love shy s’.
The third concern relates to the fact that no measure of recent life-events 
(positive or negative) or, indeed, bullying in adulthood was taken in the study and, 
as a result, Gilmartin (1987) presumed that the all of the variance in the Tove- 
shys’ and ‘non love-shys’ scores could be accounted for by factors associated 
with inborn temperament. As previously noted in the discussion of King et ût/.’s 
(1998) study of resilience and recovery factors among Vietnam war veterans, it is 
advisable to consider the impact of positive life-events upon affective state and 
coping potential. As Dohrenwend eta l (1978) suggested, positive life experiences 
may also have an impact upon participants’ scores of various measures of 
affective state, and this effect is not always negative. Positive social experiences 
post-school may increase the likelihood of resilience or facilitate the development 
of additional coping strategies that allow the individual to engage more with other 
people.
Similar methodological issues arise when considering the recent work of 
Matsui and colleagues on the long-term outcomes of early victimisation among
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Japanese male university students (Matsui, Tsuzuki, Kakuyama and Louonglatco, 
1996). In their study (TV = 134), they explored the relationships between 
experiences of victimisation in elementary and junior high school, and current self­
esteem (Texas Social Behaviour Inventory; Helmreich and Stapp, 1974) and 
current depression status as measured by the Self-rating Depression Scale (Zung, 
1965). In addition to the above measures, severity of victimisation was measured 
using the index of behaviours identified by Boulton and Underwood (1992) in 
their study of bully/victim problems in junior and middle school children; scores 
were derived by multiplying the weightings given to the type of behaviour 
experienced at school (physical = 2; verbal = 1) by the frequency of such 
behaviour. Test-retest reliability for this measure was reported as being .70 over a 
three week period. Participants were also asked to estimate their self-esteem and 
depression when they were at school using modified versions (written in the past 
tense) of the Texas Social Behaviour Inventory and the Self rating Depression 
Scale.
Matsui et a l (1996) explored two particular hypotheses: they predicted 
that victimisation in junior high school would correlate negatively with low self­
esteem for those participants whose self esteem was low at elementary school; 
and that victimisation in junior high school would be positively correlated with 
current depression for those participants whose recalled being depressed during 
elementary school.
Analysis of the data using two-step hierarchical multiple regressions (sub­
dividing the samples into ‘high’ and Tow’ scores for current self esteem and 
depression) found support both hypotheses, suggesting that current self-esteem 
and affective state were linked to both experiences of victimisation in junior high 
school and recollections of self-esteem and affective state in elementary school.
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Although Matsui et al.’s (1996) study is also subject to many of the 
concerns identified by Gilmartin’s (1987) study (i.e. use of an all-male sample, use 
of retrospective reports and the absence of an index of positive and negative life- 
events), the authors argued that their study did improve the reliability of 
participants’ self-reports by collecting data at two time points. Data relating to 
estimates of victimisation at junior high school and current evaluations of self­
esteem and depression were collected in April, 1995, whereas data relating to 
estimates of victimisation in elementary school and recollections of childhood self­
esteem and depression were collected seven months later (November, 1995). 
Matsui etal. argued that, by November 1995, the lapse intime between receipt of 
the questionnaires (which were issued in class) mitigated against the chances of 
participants recalling their previous responses. Thus, ‘this may have helped to 
minimise the bias in subjects’ [sic] evaluations of their own previous self-esteem 
and depression due to their current attitudes and mood’ (p. 719). However, 
despite Matsui et a lfs  assertions relating to the reliability of their data, much of 
their analysis was based upon the ability of students’ to provide global estimates 
of their self- esteem and depressive state in elementary school. While it is arguable 
that adults can recall, with a degree of accuracy, factual details about experiences 
of victimisation or harassment (see Chapter 3: pp. 154-165 for a review of 
research relating to the reliability of autobiographical memory for events), 
currently there is littlejfany, empirical evidence to suggest that participants can 
accurately estimate their affective state or level of self-esteem in childhood using 
self-report diagnostic instruments.
A second concern relating to Matsui et a lfs  (1996) analysis of their data 
set relates to the fact that they ignored indirect or relational bullying behaviours 
despite the fact that previous prospective empirical investigations have identified 
behaviours such as social isolation and rumour mongering as being sequelae of 
school bullying. Given that a key measure in this study was an index of the 
severity of victimisation experienced in junior high school, where indirect methods
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f Violence and Trauma
of peer aggression are used more effectively than direct physical and verbal, the 
absence of a consideration of these behaviours does, in effect, bias the results. 
Although, as I noted earlier (p. 70) both Gilbert (1997) and Hawker (1997) argued 
that agonic (overt) and hedonic (covert) bullying would result in the same long­
term outcomes (e.g. depression), I have also suggested that where an individual has 
the opportunity to defend herself/himself, regardless of the success of the venture, 
the very act of defence may guard against total loss of status and self-respect. 
Consequently, those exposed to agonic (i.e. direct physical and verbal) methods of 
victimisation may fare better in the long-term than those whose social status was 
eroded hedonically (i.e. indirectly). Thus, susceptibility to depression may vary 
as a function of the nature of the bullying participants experienced at school.
Although various researchers have already established that low self-esteem 
and depressive tendencies are associated with bullying behaviour among school- 
aged populations (Olweus, 1979, 1993a, 1993b; Kaplan, 1980, Rigby and Slee, 
1993), it is unclear whether or not they act as antecedents rather than 
consequences of aggression. For example, Kaplan (1980) argued that those boys 
who were likely to be victimised at school were also likely to exhibit behaviours 
that identified them as being timid or unwilling to retaliate when challenged. A 
similar view was expressed by Olweus (1993a) following series of detailed 
interviews with the parents of boys who were victimised at school. He found that 
introversion and a lack of assertiveness at school facilitated bullying which, if 
continuous, results in high levels of anxiety and insecurity, and low levels of self­
esteem.
To date, the most reliable evidence for an association between bullying at 
school and negative outcomes in adulthood has come from a qualitative 
longitudinal study conducted by Olweus (1993b) in Norway. In this study, 
Olweus charted the effects of repeated victimisation in school (occurring over a 
period of three years) for a sample of 71 young men whom he followed up until
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the age of 23. Using teachers’ and peers’ nominations collected 7 years prior to 
the follow up study, Olweus assessed the men on a number of measures of 
negative affect and social functioning to determine whether or not there was a 
relationship between current affective state and socialisation skills, and teachers’ 
and peers’ estimates of the victimisation.
When he compared the data gathered from the bullied participants to a 
comparable group of non-bullied peers, he found no indication of a systematic 
association between their experiences at school and being bullied in early 
adulthood. Nevertheless, he did find that on two related dimensions - depression 
and self-esteem - former victims of bullying behaviour differed significantly from 
their non-bullied peers - an outcome he related specifically to their experiences of 
school. Yet, in terms of internalising characteristics such as social anxiety, 
introversion, non-assertiveness and levels of stress, he found that former victims 
of bullying did not exhibit any of the symptoms or traits usually associated with 
such affect or behaviour, and thus he argued that because the young men who 
participated in his study were no more likely than their non-bullied peers to 
experience harassment at work, childhood bullying was a situational phenomenon, 
and not one grounded in the personality or individual characteristics of the victim. 
However, in the United Kingdom, Smith (1991) presented anecdotal evidence 
which did not support Olweus’ (1993b) claim. In his article, Smith recounted the 
story of one 28 year old woman who had been bullied throughout her middle 
school, and as an adult continued to experience feelings of self doubt, anxiety and 
fear when she came into contact with children. Indeed, her fear of children was 
such that she expressed discomfort at the thought of her forthcoming marriage and 
her fiance’s desire to start a family:
I’m quite insecure, even now... I won’t believe that people like me... and also 
I’m frightened of children... and this is a problem. He [fiancé] would like a 
family, I would not and I don’t want a family because I’m frightened of children 
and suppose they don’t like me?... those are the things that have stayed with 
me. It’s a very unreasonable fear, but it is there and it’s very real (p. 245).
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f  Violence and Trauma 106
As the evidence presented above demonstrates, research focusing upon the 
long-term negative effects of bullying at school-has been largely inconclusive. 
While studies such as those of Gilmartin (187) and Matsui et a l (1996) have 
identified various negative outcomes which they associate with school bullying, 
their methodologies have been problematic, and, thus, may not accurately 
represent the impact (if any) bullying has had upon victims. By way of contrast, 
Olweus’ (1993b) longitudinal study suggested that, other than an increased 
likelihood of suffering from depression and low self-esteem, the impact of school 
bullying upon adulthood is minimal, with little evidence suggesting that 
participants experienced harassment in later years. Yet, recent studies of the 
psychological trauma caused by work based bullying have shown that exposure to 
long-term harassment either by co-workers of line-managers can have a debilitating 
effect upon the individual. Reports of stress related illnesses (Eamshaw and 
Cooper, 1996; Ellis, 1997), somatic disorders (Leymann, 1992c), anxiety disorders 
(Leymann and Gustafsson, 1996), and PTSD (Leymann and Gustafsson, 1996; 
Flannery, 1996) have been associated with high levels of victimisation and 
harassment within the work environment.
Bullying at work
In the US, it has been suggested that aggression in the work place can effect up to
500.000 members of the work force annually, accounting for no less than
1.751.000 days of absence (an average of 3.5 days per incident), and some 
$55,000,000 in lost income (Ellis, 1997). While there has been no comprehensive 
assessment of the impact bullying at work has upon absence or lost income in the 
UK, a recent study conducted by Rayner (1997) suggests that costs to both the 
employee and the employer are likely to be very high indeed (see below; p. 110).
According to Randall (1997), in the UK incidents of adult and work place 
bullying have been so poorly recorded in the past that it is only in the last few
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years that we have been able to gauge just how serious a problem it has become. 
Although Adams (1992) presented a number of anecdotal reports and case studies 
demonstrating the various ways in which victims have been bullied at work, it has 
been suggested that current estimates of the number of employees who are bullied 
within their working environments remain speculative as it continues to go under 
reported (Randall, 1997).
While there have been a number of studies looking at adult bullying within 
closed institutions such as prisons and hospitals both in the UK and elsewhere 
(see Jaywardene and Doherty, 1985; McGurk and McDougall, 1991; Beck, 1992; 
Brookes, 1993; Ireland and Archer, 1996; Power, Dyson and Wozniak, 1997), 
unlike school bullying until quite recently very little research had taken place 
within the work setting. Much of our knowledge relating to work place bullying 
has come from research conducted in Scandinavia with employee samples ranging 
from 2,000 to 5,000 (see Leymann, 1990, 1992a; Einarsen and Raknes, 1991; 
Einarsen, Raknes andMatthiesen, 1994; Bjôrkqvist, 1994; Bjôrkqvist, Ôstermann 
and Hjelt-Back, 1994; Einarsen and Skogstad, 1996). Based upon this research, 
estimates of work place bullying suggest that between 4-5% of the employee 
population are being bullied at any one time, and that the average duration of such 
experiences is three years (see Einarsen and Raknes, 1991; Leymann, 1992b).
According to Einarsen et al (1994), as with older victims of school 
bullying, adult samples tend to report very little overt physical aggression within 
the work place. Verbal behaviours such as name-calling and threatening are much 
more frequent as are indirect behaviours such as rumour mongering and social 
isolation. In a recent review of literature, Rayner and Hoel (1997) have argued 
that, in addition to under reporting, one of the difficulties in determining the extent 
of work place bullying relates to the fact that it is much more difficult to identify 
than school bullying. They have argued that not only is it much more subtle than 
that occurring at school, they have also suggested that it remains unclear which
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behaviours one should construe as bullying when the victims and perpetrators 
work together.
Based upon their assessment of the available literature, Rayner and Hoel 
(1997) proposed that work place bullying should be divided into the following 
five behaviours: threats to professional status (e.g. belittling remarks, public 
humiliation, criticism relating to lack of effort); threats to personal standing (e.g. 
name-calling, labelling, hurling insults, intimidation and devaluative comments 
relating to a person's age); isolation (e.g. withholding information or preventing 
access to opportunities, information or social events); overwork (e.g. the setting of 
inappropriate deadlines, the exertion of undue pressure or continued disruption of 
the working environment); and, finally, destabilisation (e.g. non-recognition of 
input, removal of responsibility, setting of menial tasks or repeated reminders of 
past errors) (see also Bassman, 1992). While incidents of physical aggression 
should not be discounted (Einarsen eta l, 1994, found that 8% of their sample had 
been physically assaulted), Rayner and Hoefs assessment of the behaviours that 
constitute work place bullying encompass a number of scenarios that many 
workers may experience on a daily basis but not necessarily construe as ‘bullying’ 
per se (e.g. work overload). However, where such demands or behaviours are 
unwarranted or intended to undermine an employee, it would seem that ‘bullying’ 
is an appropriate nomenclature.
In her study of the incidence of work place bullying in the UK, Rayner 
(1997) explored the nature of employee harassment and victimisation with a 
sample of 1,137 part-time students enrolled on courses at Staffordshire 
University. Overall, she found that 53% of her sample reported having been 
bullied within the working environment and that 77% had witnessed similar 
incidents. Although gender-wise comparisons found no significant differences in 
the number of men and women who said they were bullied at work, more women
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f  Violence and Trauma 709
said that they had been bullied by men as well as by women when compared to 
the number of men who said they were bullied by members of the opposite sex.
In terms of the perpetrators of bullying behaviour, Rayner (1997) noted 
that the majority of bullying was committed by line and senior line managers 
(71%). Very little (15%) was perpetrated by co-workers or subordinates. In terms 
of the antecedents of bullying behaviour, 82% of participants said that their 
experiences of being bullied followed either a change of job or a change of manager, 
and given the relatively young age of the sample (87% were under 40 years of 
age), perpetrators tended to be considerably older than their victims.
As previously stated, Scandinavian research has suggested that work place 
bullying takes place over a number of years rather than weeks or months, and 
tends to be verbal or indirect rather than physical in expression. In Rayner’s 
(1997) study, 58% of participants said that the bullying lasted for more than 11 
weeks (43% reported it lasting between 11 and 100 weeks and 15% reported it 
lasting over 100 weeks). For those who reported being bullied ‘frequently’ (once a 
week or more), the most common form of intimidation experienced by 
participants was work overload (41%), followed by intimidation and persistent 
criticism (20%). 18% said that they had been subjected to belittling remarks, while 
14% said they had either been ignored or isolated. 13% recalled having had 
inaccurate accusations laid against them, and 9% had been shouted at or ‘bawled 
out’. 8% said that they had been publicly humiliated, while 6% felt that they had 
either been set up to fail or that they had heard about malicious rumours being 
spread about them.
Although Rayner (1997) acknowledged that her sample was biased, both in 
terms of their academic ability and the age of her participants, her results 
suggested that work place bullying was much more widespread than previous 
Scandinavian studies had suggested. However, unlike research on school bullying.
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this study focused upon participants’ recollections of bullying across their 
working lives, and did not ask them to reflect upon the last few weeks or months. 
Furthermore, given that Rayner’s data were retrospective and that measures of 
test-retest reliability were not undertaken, participants’ estimates of the 
frequency and duration of work place bullying may not be entirely accurate. 
Concomitantly, as neither Rayner and Hoel (1997) or Rayner herself explicitly 
state that such behaviour had to be unwarranted to be construed as bullying, the 
high incidence of work overload may not be a true reflection of deliberate 
harassment on the part of a line manager, and, as a result, some of her findings 
should be treated with caution. Having said that, the fact that 53% of Rayner’s 
sample felt that they had been bullied at work at one time or another demonstrated 
the need for employers/managers to be aware of the implications of their 
behaviour towards employees, particularly in the setting of unrealistic 
expectations/targets. Furthermore, this research also suggested that 
employers/managers needed to be willing to take positive action to safeguard 
employees and their jobs as 27% of those bullied resigned because of bullying.
As previously indicated, in addition to those studies exploring the long­
term impact bullying at school, researchers have also been concerned with the 
negative impact work place bullying has had upon employees. For example, in one 
small-scale study (N  = 30) conducted in the UK, primarily among retail 
employees, Ellis (1997) found that victims of work place bullying regularly 
reported a series of medical disorders which, he argued, affected the number of 
days they took as sick leave. In addition to general feelings of unhappiness (N = 8) 
and lethargy (N = 4), participants reported suffering from depression (N = 6), 
migraine headaches (N = 6), hypertension (N = 4) skin disorders such as eczema 
and rashes (TV = 3), chest pains (TV = 3), muscular tension and pain (TV = 3), 
vomiting (TV= 2), diarrhoea (N = 2), coughs and asthma (N = 1) and abdominal 
pains (TV = 1). Similarly, Eamshaw and Cooper (1996) have argued that issues 
such as work overload, hostility/persecution and bullying/pressure management
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have not only resulted in employees seeking medical assistance for occupational 
stress, but have also been causally attributed to serious somatic disorders 
including high blood pressure and thrombosis. Furthermore, the last few years 
have seen a rise in the number of reported cases of post-traumatic stress disorder 
(PTSD) associated with work place bullying (see Flannery, 1996).
Recognition that PTSD affects workers has been somewhat slow to come 
about in the UK, although Norwegian researchers such as Leymann have been 
associating the disorder with ‘mobbing’ behaviour for a number of years (see 
Leymann, 1989). In one recent study of 64 victims of bullying at work (20 men 
and 44 women) who were referred to a clinic specialising in the treatment of 
PTSD, Leymann and Gustafsson (1996) found that the severity of the symptoms 
was not so much associated with the nature of the bullying experienced by 
participants, but by its duration: the longer they were bullied at work, the more 
likely they were to develop PTSD.
In their study, Leymann and Gustafsson (1996) assessed participants on a 
number of measures taken during extensive interviews lasting between 4 and 10 
hours. In addition to a measure of PTSD (see Raphael, Lundin and Weisaeth, 
1989), participants were also assessed for generalised psychiatric symptoms 
(Overall and Seller, 1984), dysomnia, general health status (Goldberg, 1985), 
depression (Beck, Ward, Mendelsohn, Mock and Erbaugh, 1961), and recent life- 
events (Zilberg, Weiss and Horowitz, 1982). Overall, 59 participants met the 
criteria for the diagnosis of PTSD as a result of being bullied, the remaining 5 were 
diagnosed as suffering from dystymi or ‘psychological burnout’ as a result of 
other stressful factors within the work environment. In terms of the duration of 
stressful experiences at work, 54% said that they had felt victimised for between 
two and eight years, 15% said that they felt they had suffered victimisation for 
over eight years, and a further 15% indicated that their stressful experiences had 
lasted under a year.
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Concordant with the diagnostic criteria for PTSD, 61% of participants 
indicated that they had attempted to avoid situations that reminded them of work. 
In addition, 81% indicated that they had suffered from intrusive and 
uncontrollable recollections of bullying episodes which distressed them, and 60% 
indicated that they regularly (‘at least once a week’) suffered from sleep 
disturbances (p. 264). In terms of depressive illness, 72% of participants suffered 
from moderate to severe depression (33% and 39% respectively), the later group 
requiring medical treatment.
Although Leymann and Gustafsson’s (1996) study was small scale when 
compared to that of King et al. (1998), the findings were supportive of the 
hypothesis that work place bullying is linked to the onset of PTSD. Furthermore, 
based upon their analysis of the duration of such behaviour, they also argued that 
PTSD ‘takes on a much worse development if the traumatic situation lasts a long 
time period and [authors’ emphasis] are followed by rights violations over a long 
period’ (p. 272). As they concluded, victims of continuous bullying are unlikely 
to recover from their experiences while remaining within the work environment: in 
order to facilitate well-being they will more often than not be forced to give up the 
socio-economic security, and their social network and enter medical retirement.
As noted above, both Ellis’ (1997) and Leymann and Gustafsson’s (1996) 
studies were small scale and provided no epidemiological evidence of the extent of 
somatic and psychological trauma associated with bullying in the work place, their 
data suggest that the arguments supporting a link between bullying and mental 
health problems have some foundation. Yet, as the discussion of bullying at school 
demonstrated, there have yet to be any studies demonstrating a clear link between 
experiences of such behaviour in childhood and adult psychopathology 
(particularly PTSD). Having said that, PTSD has been shown to occur among the
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school-aged population when pupils experience the sudden bereavement of a class 
mate or teacher (see Mauk and Rodgers, 1994).
In their review of research on postvention support following adolescent 
suicide at school, Mauk and Rodgers (1994) argued that factors such as a 
knowledge of the victim’s intent to commit suicide, or feelings of guilt about not 
helping them are compounded by shock, and if these are not dealt with 
appropriately they can develop into symptoms associated with PTSD. 
Furthermore, they proposed that PTSD may manifest itself among peer survivors 
in the form of risk-taking behaviours, sexual recklessness, feelings of shame and 
guilt, withdrawal or hypermania, intrusive thoughts and nightmares, depression, 
and eating disturbances (see also Monahon, 1993).
Interestingly, Mauk and Rodgers (1994) made little distinction between 
victims and so-called ‘survivors’ when considering adolescent suicide and PTSD 
(p. 118). As they pointed out, while one may seek to take her/his life as a 
consequence of a traumatic experience or event, those who are left behind have to 
deal with the emotional consequences of such an action. Indeed, in an earlier 
review, Figley (1985) argued that survivors have to learn to ‘make peace’ with 
their memories and move on:
The process of recovering from traumatic events is the transformation from being a 
victim to being a survivor. Victims are survivors are similar in that they both 
experience a traumatic event. But while the victim has been immobilized and 
discouraged by the event, the survivor has overcome the traumatic memories and 
become mobile. The survivor draws on the experience of coping with a catastrophe as a 
source of strength, while the victim remains immobilized. What separates victims from 
survivors is a conception about life, an attitude about safety, joy, and mastery of being a 
human being. Being a survivor, then, is making peace with the memories of a 
catastrophe and its wake (p. 399).
It is interesting to note that Figley’s (1985) comments are closely allied to 
those of researchers exploring the nature of resilience among victims of violence 
and trauma (see Fonagy etal., 1994; King eta l, 1998). The key to recovery would 
seem to be the ability to take control of one’s life and move forward. Yet, for
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those who are victims of both school bullying and work place bullying, the ability 
the consign negative experiences to memory and move on is often not feasible due 
to the fact that they may be unable to move schools or change jobs without losing 
their social networks and/or financial security (see Leymann and Gustafsson, 
1996). Indeed, it would seem that for victims of school bullying those personal 
attributes identified by Fonagy e ta l.  King et al and Figley as being associated 
with resilience and recovery can only begin to be effective once the individual has 
left the school environment. Similarly, for victims of work place bullying, it would 
seem that recovery can only begin once the individual has left her/his employment, 
and as Leymann and Gustafsson pointed out, this is not always a realistic option.
The above comments suggest that where an individual is unable to escape 
harassment the potential for recovery is reduced considerably. Based upon the 
observations of Leymann and Gustafsson (1996) in particular, it is argued that 
those who cannot leave their school, or place of work, or indeed those who are 
culturally stigmatised are much more likely to suffer mental health problems, such 
as PTSD, because of the unremitting nature of their victimisation. In the following 
section, I review the empirical evidence suggesting a link between exposure to 
violence and harassment in various social settings and the long-term mental health 
problems associated with such behaviour for those who identify as lesbian, gay or 
bisexual.
Homonegativism and Its Long-Term Effects: Recent Research
Some of the symptoms cited by Mauk and Rodgers (1994) as being indicative of 
PTSD in adolescents, have also been found in young lesbians, gay men and 
bisexual men and women experiencing difficulties coming to terms with their 
sexual orientation. For example, feelings of self-loathing and worthlessness (often 
described as internalised homophobia or internalised homonegativism) have been 
associated with difficulties in forming and maintaining lasting intimate 
relationships (George and Behrendt, 1988; Friedman, 1991), unsafe sexual
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practices (Shidlo, 1994) and avoidant coping strategies with AIDS among HIV 
sero-positive gay men (Nicholson and Long, 1990). Additionally, various 
researchers have demonstrated that the combined effects of victimisation or 
alienation by peers, and difficulties in accepting one’s sexual orientation, are 
correlated with the onset of a number of mental health problems among lesbian, 
gay and bisexual youth. Such problems have included violent behaviour, 
alcoholism and substance abuse, eating disorders and, most significantly, suicidal 
ideation (see Buhrich and Loke, 1998; Gonsiorek, 1988; Rothblum, 1990; 
Remafedi, Farrow and Deisher, 1991; Shaffer, Fisher, Hicks, Parides and Gould, 
1995; Otis and Skinner, 1996).
For example, in the US Skinner and Otis (1996) in their five year 
longitudinal study of drug and alcohol use/abuse in a non-probability sample of 
lesbians and gay men found that participants (N  =1067) had a significantly higher 
prevalence of taking marijuana, inhalants and alcohol than a representative sample
8,000 participants drawn from the 1988 National Household Survey of Drug 
Abuse (NHSDA) (National Institute of Drug Abuse, 1990). However, in terms of 
recent usage, they found that less than 10% of their sample had used cocaine, 
crack-cocaine, hallucinogens, heroin, stimulants, sedatives, tranquillisers and/or 
analgesics frequently. Similarly, in terms of alcohol consumption, while, as noted 
above, there was some evidence to suggest that lesbian and gay participants had 
taken alcohol more frequently when compared to the NHSDA control group, they 
also noted that when levels of alcohol consumption were compared to those 
reported in previous studies , there had been a significant drop from 30% to 10%.
Of considerable concern to Skinner and Otis (1996) was the fact that while 
alcohol consumption seemed to have reduced substantially within the lesbian and 
gay population, there had been little change in the usage of so-called ‘soft’ drugs 
such as marijuana, or indeed psychotherapeutic drugs. Although researchers had 
already found a link between alcohol consumption among lesbian and gay men and
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low self-esteem and/or depression (see Diamond and Wilsnack, 1978; Nardi, 1982; 
Anderson and Henderson, 1985), the role of marijuana and prescription drugs 
within the lesbian and gay sub-culture has yet to be explored fully. One suggestion 
proffered by Skinner and Otis was that drugs such as marijuana have a role to play 
as a buffer against stressful life experiences. Alternatively, Skinner and Otis 
suggested that they may form part of a repertoire of coping strategies, providing a 
short-term release from heightened anxiety. However, at the time this study was 
conducted, neither of these hypotheses were support substantively by their 
findings.
Although Skinner and Otis’s (1996) study was conducted with a relatively 
large sample size (N = 1067), as they pointed out, non-probability sampling 
techniques were used in gather data (participants were contacted through mailing 
lists, gay clubs and venues). While their results may not be entirely representative 
of lesbian and gay population as a whole, their research demonstrated the 
importance of using multiple sampling techniques when attempting to access 
hidden populations. Having said that, the fact that they had used mail order 
companies and gay venues in order to find potential participants suggests that the 
majority of those who responded were open about their sexual orientation when 
they were surveyed (indeed 64% indicated that they were in some form of 
relationship with a member of the same sex); consequently, little is known about 
the nature of drug and alcohol consumption among those who are unwilling or 
unable to be open about their sexual orientation. Based upon Frable et alCs (1998) 
observations relating to concealable stigmas, those who remain hidden are more 
likely to be negatively affected by their perceived isolation than those who are 
able to participate in gay life and, therefore, are potentially much more likely to 
engage in substance abuse.
As mentioned above, the use of alcohol, prescription and non-prescription 
drugs by lesbians and gay men may be one aspect of a repertoire of coping
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strategies they use to counter the stresses they experience in daily life. Such 
stresses can include fears relating to personal safety, family disharmony and/or 
educational failure and, as Frable e ta l (1998) identified, these may be exacerbated 
by the perceived absence of social support networks, and, as the following 
examples demonstrate, may result in more extreme forms of self-abuse.
In one relatively recent study conducted in the US, Hershberger and 
D’Augelli (1995) found that 42% of their sample of 194 lesbian, gay and bisexual 
youth had attempted suicide on at least one occasion as a result of being 
victimised or otherwise alienated by peers, family or community members. By 
way of contrast, in the UK, Warren (1984) found that 20% of the teenagers he 
surveyed had contemplated or attempted suicide because of their sexual 
orientation. While there remains a great deal of debate concerning whether or not 
teenagers are generally more prone to engage in self-destructive behaviours such as 
self mutilation and suicide (see Meuhrer, 1995), according to Bagley and Tremblay 
(1997), suicidal ideation is considerably higher among sexual minority groups 
when compared to its incidence within the general population. Based upon a 
random sample of 750 males (who were identified via census data) aged between 
18-27 years living in Calgary, Canada, they found that gay and bisexual males (N = 
115) accounted for no less than 62.5% of all attempted suicides and self harming 
behaviours found among participants. Based upon these results, Bagley and 
Tremblay estimated that gay and bisexual men are nearly 14 times more likely to 
attempt suicide than heterosexual men - a conclusion which mirrors the findings of 
a number of previous investigators (see Roesler and Deisher, 1972; Remafedi, 
1987; Martin and Hetrick, 1988; Schneider, Farberow and Kruks, 1989; Remafedi, 
Farrow and Deisher, 1991; Magnuson, 1992; Rotheram-Borus, 1992; Uribe and 
Harbeck, 1992; Hammelman, 1993; Proctor and Groze, 1994; Herdt and Boxer, 
1996).
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between self-acceptance and suicide via self-esteem. Concomitant with Bagley and 
Tremblay’s (1997) observations relating to the relatively high levels of suicidal 
ideation they found among their sample of young men in Calgary, it would seem 
that suicidal ideation and parasuicidal behaviour (deliberate attempts to end life) 
are, by nature, high among young lesbians, gay men and bisexual men and women, 
and cannot be explained entirely by drawing attention to levels of victimisation or 
intolerance.
FIGURE 5: Revised Structural Equation Model o f the Relationships between Victimisation, 
Mental Health, Family Support and Suicide for Lesbian, Gay and Bisexual Youth 
(Adapted from: Hershberger and D’Augelli, 1995, p. 70)
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Despite the fact that Hershberger and D’Augelli’s (1995) could find no 
direct link between suicide and family acceptance, there already exists a 
substantial body of evidence demonstrating a relationship between suicidal 
ideation or parasuicidal behaviour and family acceptance.
Homonegativism with families and relationship difficulties: an overview 
In a survey of 500 young lesbians, gay men and bisexual men and women who 
sought the support of the Hetrick-Martin Institute in New York (an educational 
and support facility for sexual minority youth). Hunter (1990) found that nearly 
half the youth questioned (46%) had experienced a violent assault perpetrated 
against them because of their sexual orientation, and, of that number 61% said that 
it had occurred within the home. According to Pilkington and D’Augelli (1995) of 
the experiences of 194 youths who took part in their survey, 36% had either been 
insulted or otherwise degraded by a member of their immediate family. When 
these results were analysed further, they found that 22% of young women and 
14% of young men had been verbally abused, and that 18% and 8% respectively 
had been physically assaulted by a member of their family. The authors then 
asked participants to identify the perpetrators of such behaviour, and it was 
found that mothers (22%) were more likely to abusive to their children than 
fathers (14%), brothers (16%) or sisters (9%). By comparison, it was also found 
that mothers tended to be far more protective towards their lesbian, gay or 
bisexual child (25%) than fathers (13%), brothers (11%) or sisters (10%).
Parental reactions to a child’s homosexuality have been found to vary 
considerably. While some have been entirely accepting of their children’s sexual 
orientation, others, as mentioned previously, have reacted with verbal taunts and 
physical violence. In the UK, it has been suggested that one of the reasons why 
mothers in particular are more likely to be abusive towards their lesbian, gay or 
bisexual children arises from the fact that they may face a great deal more social
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condemnation than fathers or siblings because they are viewed as having been 
responsible for their child’s upbringing. Any perceived variation in their child’s 
development is likely to be attributed to poor parenting skills rather than any 
genetic, biological or social-developmental factor outside parental control. In 
addition, it has also been suggested that parents use more covert and insidious 
forms of rejection when they find out that their child is lesbian, gay or bisexual. 
For example, parents may distance themselves from their children through the 
withdrawal of affection or through their exclusion from recreational activities such 
as family meals, outings and holidays (see Rivers, 1997b). Voluntary agencies 
have also reported that while parents may react positively when their child 
‘comes out’, in the face of mounting criticism from others, such reactions can turn 
sour:
When they found out they said they didn’t mind. Then after a few months my 
dad started saying things like, ‘When you’re 17 you can piss off and do 
anything you like with those other poofters (Albert Kennedy Trust, 1995, p. 
11).
In some cases, young lesbians, gay men and bisexual men and women have 
been forced to leave their home either as a result of their family’s inability to deal 
with their homosexuality/bisexuality, or as a result of the mounting pressure 
parents and siblings face from ‘friends’ and extended family members to distance 
themselves from their son/daughter or brother/sister. In his autobiographical 
account of ‘coming out’, Bettencourt (1995) described how he was forced to leave 
his family home after an argument with his mother, and how he found himself on 
the streets with nowhere to go:
I called the Department of Social Services, where kids are supposed to go when 
they’re kicked out or thrown out. When 1 explained to them what had happened 
to me, I figured this was my last resort. They wanted to know exactly why this 
happened, why I was being kicked out. When I said it was that I was gay, the 
woman on the phone said that they didn’t have any services that could help me 
and hung up the phone on me. I kept calling back until finally a man got on the 
phone; he must have been the supervisor. He said to me, ‘Look, we don’t have 
any services for gays, we can’t help you’. I was crying and I asked him, ‘Where 
the hell am I supposed to go?’ He said, ‘Well, isn’t there some kind cf 
community centre you can go to?’ I had no idea what that was going to do for 
me. He hung up the phone and I had nowhere to go and nowhere to stay (pp. 
231-232).
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According to Rivers and D’Augelli (in press) for many young lesbians, gay 
men and bisexual men and women family rejection has resulted in them leaving 
home and relocating to large metropolitan areas where there are perceptible gay 
communities. For the most part, those young people who are forced out of their 
homes leave with the intention of finding both shelter and employment (Kruks, 
1991; Rivers and D’Augelli, in press), however, as both Kruks (1991; in the US) 
and Gibson (1995; in the UK) have shown, such intentions are rarely realised, and 
for some prostitution may be the only means of survival:
It was a nightmare forme every time someone picked me up. Although I needed 
the money, weeks went by when I didn’t do a punter and didn’t have a penny to 
my name. It was literally a case of sleeping wherever, and getting food wherever 
I could; out ofbins, backs of restaurants, wherever (Gibson, 1995, p. 129).
Kruks (1991) demonstrated in his study of lesbian and gay street youth in 
California, that experiences such as those recounted by Ryan (above) are not out 
of the ordinary. According to Kruks, while ‘the street’ can provide a degree of 
peer acceptance and support from like-minded homeless people, those young men 
and women who hope to find ‘love’ or a caring partnership to replace the family 
they have lost are at risk of falling into a series of short-term exploitative ‘sugar 
daddy’ relationships which, as he has argued, ultimately end in rejection and a 
return to the streets. Indeed, of those homeless youths who sought the help of the 
Los Angeles Gay and Lesbian Community Services Centre, Kruks found that this 
cycle of sexual exploitation and rejection had resulted in 53% attempting suicide 
on at least on occasion, and 47% attempting more than once.
Comparable with reports of violence being perpetrated against lesbian, gay 
and bisexual youth in the home, researchers have also found a high rate of violence 
occurring within adult lesbian and gay domestic partnerships (see Renzetti and 
Miley, 1996, for an overview). Current estimates of the frequency of same-sex 
domestic violence suggest that it occurs within lesbian relationships much more
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than gay male relationships (see Elliott, 1996). For example, in her survey of 90 
lesbian couples, Coleman (1990) found that 46% reported experiencing repeated 
acts of violence within their relationship. By comparison. Brand and Kidd (1986) 
reported a 26% rate of physical abuse among lesbian couples while Lie, Schilit, 
Bush, Montagne and Reyes (1991) found a 26% rate of physical, sexual and 
emotional abuse with lesbian relationships that were current at the time. Among 
gay men, one US survey conducted by the Gay and Lesbian Community Action 
Council (1987) in the Minneapolis and St. Paul’s area of Minnesota found that 
17% had experienced at least one violent relationship. More recently, based upon 
the estimates of same-sex domestic violence cited above. Island and Letellier 
(1991) suggested that approximately 500,000 gay men are victimised by a partner 
each year in the United States.
In the United Kingdom, there remains very little information relating to 
rates of violence within same-sex domestic partnerships. While one recent article 
by British psychologists Kitzinger and Coyle (1995) offers an overview of 
research in the field of lesbian and gay relationships, proposing alternative ways 
of viewing same-sex couples, most research continues to focus upon lesbian and 
gay sexual behaviour (see, for example. King, 1993; Coxon, 1996). Having said 
that, Simon (1996) and Walsh (1996) have offered anecdotal evidence suggesting 
that partner abuse is also an issue within same-sex couples in the UK. Based upon 
Kitzinger and Coyle’s discussion of the difficulties lesbians, gay men and bisexual 
men and women face in society, one of the possible reasons why partner abuse 
seems to be so prevalent within lesbian and gay relationships may relate to the 
fact that they often result in financial hardship because they are unrecognised by 
law:
In material terms, gay and lesbian couples are often penalized by anti-gay clauses in 
contracts and conditions of service: pension schemes or relocation allowances that 
exclude a same-sex partner; denial of crèche, sports or canteen facilities to same-sex 
partner; definitions of ‘paternity’ leave which exclude lesbian co-mothers; and 
compassionate leave limited to the spouse and blood relatives of the employee.
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Lesbian and gay couples are struggling to build and to maintain relationships in the 
context of a society which often denies their existence, condemns their sexuality, 
penalizes their partnership and derides their loves for each other (p. 67).
In his survey of the factors contributing to lesbian and gay domestic 
violence, Farley (1996) takes a somewhat different view from that expressed by 
Kitzinger and Coyle (1995). He suggests that lesbian and gay domestic violence 
shares a number of similarities with that perpetrated within the heterosexual 
household. Based upon a non-probability sample of 288 volunteers (119 gay men 
and 169 lesbians), he has argued the abusers are more likely to have been abused or 
have witnessed abuse in childhood, and that partner abuse is linked to both the 
addictive and self-abusive behaviour of the perpetrator (see Star, 1983; Sonkin and 
Durphy, 1985). Indeed, Farley reports that a surprisingly high proportion of his 
sample were sexually abused as children - a factor which, as indicated previously 
in this chapter (pp. 72-74) has often been associated with self-destructive 
behaviours in heterosexual as well as homosexual/bisexual adults (see, for example, 
Wyatt, Guthrie and Notgrass, 1992). In addition, with respect to addictive 
behaviours, he has also suggested that high levels of substance abuse may be 
linked to perpetrators’ ‘low self image and insecurity’ - factors also identified by 
Skinner and Otis (1996).
Overall, Farley (1996) argued that domestic violence whether perpetrated 
by homosexual or heterosexual partners, is an intergenerational phenomenon 
which has little to do with the social, political or legal status afforded same-sex or 
opposite-sex partnerships. In addition, he suggested that such behaviour is linked 
more closely to the addictive or self-destructive behaviour of the perpetrator 
rather than that of the victim. However, while it seems likely that perpetrators of 
same-sex domestic violence were either witnesses or victims of physical, 
emotional or sexual abuse in childhood, their behaviour towards those they love 
runs contrary to what is known about the long-term effects of school or work 
place bullying for victims. Further, while domestic violence was not an issue of
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direct relevance to this thesis, as Pilkington and D’Augelli’s (1995) findings 
suggest, for those young people who experienced violence at the hands of family 
members, partner abuse should not be discounted as a feature of lesbian and gay 
relationships in adulthood.
Homonegativism in adulthood: work and university/college 
In chapter 1 (pp. 33-34) I provided a brief outline of research focusing upon the 
experiences of lesbian, gay and bisexual students in unviersites and colleges and it 
will be recalled that various studies have shown that homonegativism on campus 
is a relatively frequent occurrence (D’Augelli, 1989a, 1992; D’Augelli and Rose, 
1990; D’Emilio, 1990; La Salle, 1992; Slater, 1993; Evans and D’Augelli, 1996). 
For example, in his review of data collected from three cross-sectional studies 
undertaken at American universities (TV = 560), Comstock (1991) found that 22% 
of lesbian and gay students surveyed reported having been followed or chased by 
peers (i.e. other undergraduates), 15% said that they had objects thrown at them, 
11% indicated that they had been the victims of arson or acts of vandalism, a 
further 4% had been physically assaulted, 3% had been spit upon, and 1% had 
been assaulted with a weapon. Based upon this data, Comstock estimated that 
students from sexual minority groups were four times more likely to be victims of 
assault or harassment than any other group on a university or college campus.
Although Comstock’s (1991) results indicated that the victimisation of 
lesbian, gay and bisexual youth was and is much less frequent within the college or 
university context when compared with the data on school-based aggression,! also 
pointed out that concerns relating to the increased likelihood of young people 
being assaulted or harassed on campus because of their sexual orientation were 
reinforced significantly by the murder, in October, 1998, of Matthew Shepard, a 
political science undergraduate at the University of Wyoming.
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Comparable with the observations of Mac and Ghaill (1994) relating to the 
prescriptive nature of secondary school education, and the gender roles and 
behavioural expectations it enforces (see Chapter 1; pp. 22-25), Evans and 
D’Augelli (1996) have also noted that lesbian, gay and bisexual undergraduates 
reported having to negotiate their sexual identities at college or university. Not 
only do they have to decide whether or not to ‘come out’ - particularly if they 
share accommodation or decide to join a fraternity/sorority - but, as the murder of 
Matthew Shepard exemplifies, they also have to decide how they are going to 
‘manage’ their lives on and off campus in order to avoid threatening people and/or 
situations. In one particular study conducted at a large state university in the US, 
D’Augelli (1992) demonstrated the difficulties 121 lesbian, gay and bisexual 
students faced living day to day on campus. D’Augelli found that most students 
had hidden their sexual orientation form their room mates (70%) and fellow 
students (80%), and 57% had also made specific changes to their lives to avoid 
harassment on campus. Such changes included avoiding gay clubs and venues or 
other well known lesbians and gay men on campus, or pretending to have a boy- 
or girl-friend who was a member of the opposite sex.
Such studies, together with those focusing on the experiences of young 
lesbians, gay men and bisexual men and women in the work force show that, 
unlike many of the findings from research on school bullying, where the 
discriminatory factor is one of sexual orientation, victimisation is not localised, nor 
does it necessarily end when a young person leaves statutory education. Yet, in 
his longitudinal study of 71 former victims of bullying (all male) whom he 
followed up at 23 years of age, Olweus (1993b) found no indication of a 
systematic association between participants’ experiences at school and being 
bullied in early adulthood (e.g. at work, college/university). However, on two 
related dimensions - depression and self-esteem - he found that former victims of 
bullying behaviour differed significantly from their non-bullied peers, an outcome 
which he related specifically to their experiences at school. Yet, it will be recalled
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that, in terms of internalising characteristics such as social anxiety, introversion, 
non-assertiveness and levels of stress, he found that former victims of bullying did 
not exhibit any of the symptoms or traits usually associated with such affect or 
behaviour: thus, he argued that because the young men who participated in his 
study were no more likely than their non-bullied peers to experience harassment at 
work, childhood bullying was a situational phenomenon, and not one grounded in 
the personality or individual characteristics of the victim.
Nevertheless, it will also be recalled that Olweus (1993b) did not specify 
why his sample of 71 young men had been bullied at school despite the fact that 
his earlier research had identified a number of behavioural and emotional traits 
which he linked to victim status (Olweus, 1973; 1993a). Furthermore, if  as Rigby 
(1997) has argued that young people are victimised because of their inability to 
participate in activities traditionally associated with their sex, then it would seem 
highly likely that where gender stereotypes are reinforced within the work place, 
similar levels of victimisation will ensue.
Currently, very little research data is available which focuses upon the 
victimisation of lesbians, gay men and bisexual men and women in the work place. 
Although one recent study (Strand, 1998) has shown that, based upon a 
representative sample of American voters who participated in various national 
surveys over two decades, 73% of US citizens would be in favour of a lesbian, gay 
or bisexual person teaching in a university, 63% would also be in favour of laws 
being introduced to prohibit discrimination and 61% would be in favour of 
allowing lesbians, gay men and bisexual men and women to serve in the military, 
research presented by Cameron and colleagues has continued to argue against the 
employment of lesbians gay men and bisexual men and women in positions of 
trust, especially within education, arguingthat not only are they are they 15 times 
more likely to kill than heterosexuals (Institute for the Scientific Investigation of
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Sexuality, 1984), but that they are also more likely to abuse children (Cameron 
and Cameron, 1996).
In the United Kingdom, while isolated references have been made to anti­
gay/lesbian/bisexual victimisation in the work place by some researchers (Randall, 
1997, for example), there have been few empirical investigations into its nature 
and frequency. While anecdotal evidence suggests that statements such as, ‘Backs 
to the wall lads, here comes Gary’ are a common occurrence within the work 
environment, there is also evidence to suggest that little action is taken by line 
managers or those in authority when this form of teasing becomes more direct: ‘I 
don’t have to work with you, you pervert’ (Moriarty, 1997, p. 19).
It has also been suggested elsewhere that the fact that a person is known to 
be lesbian, gay or bisexual, can, in some environments, be taken as licence for 
sexual harassment. As the following extract from Cathy, a 17 year old lesbian 
demonstrates, in cases where the perpetrator is also the employer, any attempt to 
fight back may result in dismissal:
My male boss continually pestered me to have sex with him. When I told him 
no, he grabbed me and began to put his had up my shirt. I told him to stop but 
he didn’t pay any attention... He [theboss] threw me to the floor saying that he 
wasn’t going to have some fucking homosexual working for him (Rivers,
1997b, p. 38).
Pilkington and D’Augelli (1995) found that, of those youths with work 
experience who took part in their survey (92%), 46% said that they had felt it 
necessary to hide their sexual orientation at work. In a more recent study, 
researchers from the University of California at Davis have found that less than 
half of their sample of 2,300 were ‘open’ about their sexual orientation either at 
work or at school (see Rivers, 1997b). Despite the fact that Pilkington and 
D’Augelli found that only 3% of their sample had actually experienced abuse at 
the hands of their employers because of their sexual orientation, 27% said that 
they ascribed their lack of openness about being lesbian, gay or bisexual to a fear
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of losing their jobs. Similar concerns have been expressed anecdotally by 
researchers and theorists working with lesbians, gay men and bisexual men and 
women who are employed in the security services (Herek, 1990), schools (Woods 
and Harbeck, 1991), and in institutions of higher education (Tierney, 1997).
As this brief review demonstrates, overall, very little is known about the 
experiences of lesbians, gay men and bisexual men and women in the world of 
work, and this may be due, in part, to the fact that lesbian and gay couples are not 
considered on a par with heterosexual couples in terms of employment benefits 
and pensions. Consequently, it may be the case that many lesbians, gay men and 
bisexual men and women have remained silent when they have been victimised or 
harassed at work in order to retain financial security (cf. Leyman and Gustafsson, 
1996).
Summary of Empirical and Theoretical Contributions
As previously noted, researchers in the field of developmental psychopathology 
have argued that traumatic events experienced in childhood and adolescence can 
have a long-term and debilitating effect upon the quality of adult life (Parker and 
Asher, 1987; Rutter, 1989,1996; Newman e ta l, 1996; Kovacs and Devlin, 1998). 
While Rutter (1989,1996) has provided a caveat to this argument, suggesting that 
the process of growing up will have a mitigating influence on the severity of the 
long-term outcomes associated with trauma, he has also pointed out that it is 
impossible to eliminate entirely the impact of early experience from the 
psychological schema of the adult.
It has also been suggested that the fact that homonegativism may be found 
within most of the institutions that make up society has meant that for most 
lesbians, gay men and bisexual men and women the opportunity to put their 
experiences of victimisation behind them may not be realised, and, consequently, 
demonstrations of resilience and/or recovery are more likely to be linked to the
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coping styles and strategies employed by the individual rather than as a result of 
the process of maturity as Olweus (1993b) suggests. Therefore, in order to assess 
the psycho-social correlates of school based bullying (in all its forms), it is not 
only necessary to consider the relative impact of factors such as suicidal ideation, 
bullying in adulthood, social support and relationship status upon affective state, 
self-acceptance and susceptibility to PTSD in adulthood, it is also necessary to 
consider the personal accounts of participants, and, as Mason-Schrock (1996) has 
shown, to use their narratives to explore the ways in which they have interpreted 
and coped with their experiences of victimisation. In the following sections I 
identify those questions and issues that underpinned some of the quantitative and 
qualitative aspects of this study(chapters 5 and 6).
Suicidal ideation in adolescence
As Bagley and Tremblay (1997) noted in their study of suicidal ideation and 
parasuicidal behaviour among a random sample of 750 young males living in 
Calgary, gay and bisexual young men were estimated as being 14 times more likely 
to engage in self-destructive behaviours that heterosexual young men, and this the 
authors attributed to ‘family and community reactions to an emerging homosexual 
identity’ (p. 32). Although Hershberger and D’Augelli (1995) were cautious about 
making a link between suicidal ideation and peer, family and community 
intolerance, as I pointed out earlier in this chapter, much of the current research 
focusing upon self-harming behaviours among sexual minority youth (lesbian, gay, 
bisexual and transgendered) suggests that both personal and societal negative 
appraisals of homosexuality and bisexuality impact upon a young person’s mental 
health and her/his susceptibility to self-harming and suicidal behaviours (Roesler 
and Deisher, 1972; Remafedi, 1987; Martin and Hetrick, 1988; Schneider, 
Farberow and Kruks, 1989; Remafedi, Farrow and Deisher, 1991; Magnuson, 
1992; Rotheram-Borus, 1992; Uribe and Harbeck, 1992; Hammelman, 1993; 
Proctor and Groze, 1994; Herdt and Boxer, 1996).
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Based upon the data gathered by the various researchers identified above, 
it was considered likely that participants in the current study would also report 
suicidal or self-harming behaviours in adolescence as a result of the difficulties 
they faced in coming to terms with their sexual orientation. Concomitantly, in line 
with Bagley and Tremblay’s (1997) hypothesis, it was also considered likely that 
rates of self-harming behaviour and suicidal ideation would be negatively affected 
by participants’ experiences of bullying at school (i.e. they would high). Taking 
the reported level of suicidal ideation (20%) found by Warren (1984) in the UK as 
a baseline for comparison, (see chapter 1, pp. 25-26), it was expected that 
participants’ reports of self-destructive behaviours would be higher than those 
reported in the UK study, although because of the exploratory nature of aspects 
of this research no estimates could be drawn at the time.
The psycho-social correlates of agonic and hedonic aggression at school 
In Hawker’s (1997) study, he argued that the subordinate role victims play within 
the peer group is likely to impact upon their susceptibility to a depressive illness, 
especially where their subordination is constantly reinforced over a long period. 
Building upon this proposition, in Chapter 1 (p. 69) I suggested that, unlike 
agonic methods of intimidation which are overt and provide the victim with an 
opportunity to defend herself/himself, where the method is covert the victim can 
be undermined without being given the opportunity to retaliate. While both 
Gilbert (1997) and Hawker (1997) proposed that any long-term outcomes (e.g. 
depression) would be the same regardless of the nature of the bullying experienced 
by victims, Matsui et al. (1996) placed significant emphasis on the impact of 
physical aggression upon victims’ affective state, playing down the impact of 
both verbal and indirect aggression.
However, I argued earlier in this chapter that where an individual has the 
opportunity to defend herself/himself against physical and verbal attack, 
regardless of the success of the venture, the very act of defence may guard against
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a total loss of status and self-respect. Consequently, for the current study it was 
hypothesised that those participants who were exposed to agonic (i.e. direct 
physical and verbal) methods of victimisation at school would fare better in the 
long-term than those whose social status was eroded hedonically (i.e. indirectly). 
Thus, participants’ susceptibility to a number of affective disorders would vary 
as a function of the nature of the bullying they experienced at school.
Bullying in adulthood
As I commented earlier in this chapter, while very little is known about the 
experiences of lesbians, gay men and bisexual men and women in the world of 
work, much more is known about the experiences of those attending university or 
college in the US. It was suggested that our lack of knowledge about 
homonegativsm at work may be due, in part, to the fact that lesbian and gay 
couples are not considered on a par with heterosexual couples in terms of 
employment benefits, rights and pensions. Thus, it was argued that lesbians, gay 
men and bisexual men and women may have remained silent when they have 
experienced victimisation or harassment at work in order to retain financial 
security and guard against loss of income.
Within the general work-based population, Rayner and Hoel (1997) have 
proposed that work place bullying should be considered in terms of the following 
five behaviours: threats to professional status, threats to personal standing, 
isolation, overwork, and destabilisation. While incidents of physical aggression 
should not be discounted, Rayner and Hoel’s assessment of the behaviours that 
constitute work place bullying encompassed a number of scenarios that workers 
may have experienced on a daily basis but not necessarily construed as ‘bullying’ 
(e.g. work overload). Yet, as I pointed out earlier, where such demands or 
behaviours were unwarranted or intended to undermine an employee, it would 
seem that ‘bullying’ is an appropriate nomenclature.
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It will be recalled that in her study of the incidence of work place bullying 
in the UK, Rayner (1997) explored the nature of employee harassment and 
victimisation with a sample of 1,137 part-time students enrolled on courses at 
Staffordshire University. She found that over half of her sample reported having 
been bullied within the working environment and that over three quarters had 
witnessed similar incidents. Although gender-wise comparisons found no 
significant differences in the number of men and women who said they were 
bullied at work, more women said that they had been bullied by men as well as by 
women when compared to the number of men who said they were bullied by 
members of the opposite sex.
In terms of duration, Rayner’s (1997) study indicated that, for over half of 
her participants, bullying lasted for more than 11 weeks (15% reported it lasting 
upwards of two years). For those who reported being bullied ‘frequently’ (once a 
week or more), the most common form of intimidation they experienced was work 
overload, followed by intimidation and persistent criticism. While it was 
acknowledged by Rayner that her sample was biased, both in terms of their 
academic ability and the age of her participants, her results suggested that work 
place bullying was much more widespread than previous Scandinavian studies had 
implied.
Similarly, in his study, Comstock (1991) estimated that students from 
sexual minority groups were four times more likely to be victims of assault or 
harassment than any other group on a university or college campus. Although as 
noted previously, his results suggested that the victimisation of lesbian, gay and 
bisexual youth was much less frequent within the college or university context 
when compared with the data on school-based aggression, recent events in the US 
brought concerns relating to the increased likelihood of young people being 
assaulted or harassed on campus because of their sexual orientation to the fore.
Chapter 2: Psycho-Social Correlates and Long-Term Effects o f  Violence and Trauma 134
In addition, Evans and D’Augelli (1996) also reported that lesbian, gay and 
bisexual undergraduates reported having to negotiate their sexual identities at 
college or university. Not only did they have to decide whether or not to ‘come 
out’ - particularly if  they shared accommodation or decide to join a 
fraternity/sorority - but they also had to decide how they are going to ‘manage’ 
their lives on and off campus in order to avoid threatening people and/or 
situations.
Given that, in the UK, there has yet to be a systematic investigation of 
homonegativism conducted in institutions other than school, the inclusion of a 
survey of adult experiences of homonegativism in this study offered me an 
opportunity to gather valuable information relating to the nature and frequency of 
such behaviour at work or at university/college. Furthermore, in assessing the 
psycho-social correlates and long-term effects of bullying at school, the 
incorporation of a measure of victimisation in adulthood provided a means by 
which it was possible to assess its covaiying effect upon outcome measures of 
negative affect and PTSD.
Social support mechanisms and buffers against long-term effects 
Social support networks
As King et al.’s (1998) study among Vietnam war veterans demonstrated, social 
networks can have a significant role to play in promoting recovery from violence 
or trauma, especially where such support is provided by peers, family members 
and interested organisations. Yet, as Frable etal. (1998) have also shown, in terms 
of supporting marginalised groups within society, the ability of a network to 
assist an individual in their development or recovery is reliant upon a certain 
degree of ‘ visibility ’. Where a client group is hidden, social support networks can 
neither contact or provide access for those who need them most, and thus the 
individual is left to cope with the difficulties (s)he may be facing on her/his own.
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In their study, Frable et al (1998) hypothesised that those who had 
concealable stigmas (e.g. being lesbian or gay) were more likely to suffer from 
negative self-perceptions because they were unable to seek similar others, and, as 
their results demonstrated, those with concealable stigmas were more likely to 
report higher rates of depression and anxiety than controls, although they were 
not found to show higher levels of hostility towards themselves or others.
Building upon Frable et aids (1998) findings, this study set out to explore 
the relationship between the degree to which participants were ‘visible’ within 
their communities, and its impact upon self-acceptance, affective state and 
susceptibility to PTSD. Thus, it was hypothesised that those who had not 
disclosed their sexual orientation to others as adults (for whatever reason) were 
more likely to be negatively affected by their perceived isolation and lack of access 
to similar others, than those who had disclosed their sexual orientation and lived 
openly as a lesbian, gay man or bisexual man or woman. Having said that, it was 
also hypothesised that those who disclosed their sexual orientation to another 
while at school were likely to experience much more victimisation or harassment 
by peers than those who did not disclose. Therefore, an objective of this study 
was also to determine what effect disclosure at an early age had upon bullying 
behaviour, self-acceptance, negative affect and susceptibility to PTSD.
Peer, teacher and family support at school
In their review of research focusing upon friendship and adaptation across the life 
course, Hartup and Stevens (1997) identified a number of studies where it had 
been shown that adolescents and young adults bereft of friendships during the 
early part of their development were more likely to suffer from low self-esteem, 
and were less likely than their more popular peers to have coped successfully 
with upheavals such as changing schools (see Simmons, Burgeson and Reef, 1988; 
Bukowski, Hoza and Newcomb, 1991; Bemdt and Keefe, 1992). In addition, it 
was argued by Haugaard and Tilly (1988) that, for those heterosexual young
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people who were without friends during middle childhood, the absence of positive 
social experiences with similar aged peers would result in later difficulties in 
forming and maintaining romantic relationships in adolescence.
Although Hartup and Stevens (1997) argued that it was unlikely that such 
difficulties in forming or maintaining romantic relationships were causally related 
to the absence of friendships at school, they suggested that research demonstrating 
such an association reflected individual differences in participants’ self-esteem and 
social confidence which, in turn, may have been linked to the absence of friends in 
middle childhood (see Bagwell, Newcomb and Bukowski, 1996). However, in their 
review of literature focusing on the impact of peer relations upon later adjustment, 
Parker and Asher (1987) presented an alternative perspective for understanding 
the dynamics of children’s social relationships: unlike many of the studies cited in 
this chapter, Parker and Asher suggested that researchers should take a more 
dynamic approach in order to understand the nature of social interaction by 
‘stepping out of the classroom’ (p. 381). They suggested that those who were 
unable to function effectively at school as a result of their social rejection may 
have been able to function more effectively in alternative environments where they 
were valued and accepted by others who were not their class mates. 
Consequently, they argued that those children who were popular outside school 
(with family members or alternative peers) were unlikely to exhibit many of the 
long-term sequelae of peer rejection. To this end, one of the objectives of the 
current study was to determine whether or not the levels of social support 
reported by participants had an effect upon measures of negative affect, 
internalised homonegativity and PTSD.
The development of intimate relationships in adulthood
In addition to exploring the associations between levels of social support received 
at school, and their long-term impact upon participants’ affective state, it will be 
recalled that both Gilmartin (1987) and Cahill et a l (1991) indicated that
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associations have also been found between childhood experiences of violence and 
trauma, poor self-image in adulthood, and difficulties in forming and maintaining 
lasting intimate relationships.
According to Cahill et al. (1991), within relationships, adult survivors of 
child sexual abuse have reported experiencing a number of problems in terms of 
communicating their concerns, fears and insecurities to their spouses/partners. 
Such problems have included the inability to ‘trust and to love, anxiety 
surrounding emotional and/or physical intimacy, fear of being abused, rejected, 
betrayed or abandoned, and feeling undeserving, misunderstood and overly 
dependent in relationships’ (p. 122). Concomitant with problems in maintaining 
relationships, Cahill et al. also noted that some researchers have reported 
participants’ experiencing difficulties in terms of defining their sexual orientation. 
Furthermore, in Gilmartin’s (1987) study, experiences of victimisation at school 
and unpopularity among peers were not only found to be associated with an 
inability to form or maintain lasting intimate relationships, they were also 
associated with an inability to form platonic relationships with members of the 
same and opposite sex.
Both Gilmartin’s (1987) study and Cahill et alfs  (1991) review of 
literature have significant ramifications for the present study. Based upon their 
findings, it was conjectured that participants in this study would not only show 
indices of insecurity within relationships, but that those who were more affected 
by their experiences of bullying at school would also demonstrate a number of 
difficulties in terms of forming and maintaining a long-term relationship with a 
significant other, and would report a history of difficulties in maintaining platonic 
relationships with members of the same and opposite sex
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Post-traumatic stress disorder and its correlates
In King et alCs (1998) study of PTSD among Vietnam war veterans, resilience and 
recovery were found to be associated with three particular factors: personal 
hardiness, social support and the number of additional stressful life-events 
veterans experienced on their return home. King et al. also suggested that coping 
strategies and personality types played a significant role in determining the 
likelihood of recovery following exposure to violence and trauma. Although some 
aspects of King et alCs (1998) study were problematic in terms of their 
methodology and control of possible intervening variables (e.g. positive life- 
events), as I commented earlier, their results were consistent with current theories 
relating to resilience factors in both adults and children who have experienced 
trauma (Rutter, 1985, 1987; Garmezy and Masten, 1990; Masten, Best and 
Garmezy 1991; Aldwin, 1993; Garmezy 1993; Fonagy, Steele, Steele, Higgit and 
Target, 1994; Olafsen and Viemero, 1998).
Although Scandinavian researchers such as Leymann have associated 
PTSD with bullying behaviour at work for a number of years (see Leymann, 1989; 
Leymann and Gustafsson, 1996), very little research has been conducted looking 
at the long-term impact of school-based bullying upon adult psychopathology. In 
Leymann and Gustafsson’s (1996) study, they found that over half of the 
participants with PTSD indicated that they had attempted to avoid situations that 
reminded them of work. In addition, over three quarters indicated that they had 
suffered from intrusive and uncontrollable recollections of bullying episodes which 
distressed them, and about two thirds indicated that they regularly (‘at least once 
a week’) suffered from sleep disturbances. In terms of depressive illness, three 
quarters suffered from moderate to severe depression with some requiring medical 
treatment.
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What little research there has been on childhood and adolescent PTSD has 
suggested that symptoms manifest themselves in a number of ways varying from 
introversion to risk-taking behaviours and sexual recklessness. Interestingly, some 
of the symptoms cited above as being indicative of PTSD in adolescents, have also 
been found in young lesbians, gay men and bisexual men and women experiencing 
difficulties coming to terms with their sexual orientation. For example, internalised 
homonegativism has been associated with difficulties in forming and maintaining 
lasting intimate relationships, unsafe sexual practices, and avoidant coping 
strategies with AIDS among HIV sero-positive gay men. Additionally, some 
researchers have argued that the combined effects of victimisation or alienation by 
peers, and difficulties in accepting one’s sexual orientation, are correlated with the 
onset of a number of mental health problems among lesbian, gay and bisexual 
youth. Such problems have included violent behaviour, alcoholism and substance 
abuse, eating disorders and, most significantly, suicidal ideation (see Buhrich and 
Loke, 1998; Gonsiorek, 1988; Rothblum, 1990; Remafedi, Farrow and Deisher, 
1991; Shaffer, Fisher, Hicks, Parides and Gould, 1995; Otis and Skinner, 1996; 
Skinner and Otis, 1996).
One of the objectives of this study was to explore the relationships 
between symptoms associated with PTSD and other measures of negative affect, 
paying particular attention to factors such as sexual recklessness, relationship 
security/insecurity, alcohol consumption, substance use/abuse and suicidal 
ideation. It was hypothesised that those participants who met the criteria for 
PTSD were more likely to engage in unsafe sexual practices, have fewer 
relationships, engage in substance abuse (including alcoholism), and have a history 
of suicidal ideation when compared to those who did not meet the criteria for 
diagnosis.
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Introduction
In the preceding chapters, I presented a review of previous studies of bullying 
behaviour and its long-term psycho-social correlates, and presented a number of 
theories that have provided various contexts in which the victimisation and social 
exclusion of individuals and groups may be understood. Building upon those data 
and theories, in this chapter I describe the development of the present study, and 
the methodological issues surrounding data collection.
Initially, I provide an overview of the study’s rationale, describing the 
gradual development of the project from a pilot investigation of the bullying 
experiences of 44 lesbians, gay men and bisexual men and women, to an 
investigation of the psycho-social correlates and long-term effects of 
homonegativism for 119 men and women. Subsequently, I provide the reader with 
an overview of the methodological issues related to the design of this study. Here, 
issues of recruitment and sampling are discussed, as well as issues relevant to the 
use of retrospective data collection techniques in cross-sectional research. In 
addition, there is a discussion of the potential confounding variables likely to have 
an effect upon the measures used in this study, and consideration is given to 
possible strategies to control for them. Next, I consider which methods of data 
collection and which quantitative measures would prove most effective and 
illuminating for this study, and I discuss their psychometric properties together 
with a brief description of their content and scoring procedure. The reader is also 
given an account of the development of the interview schedule used in the 
collection of qualitative data with 16 participants, and the method used in the 
analysis of the resultant transcripts. Finally, I discuss the ethical issues 
surrounding the process of data collection, and provide an account of that process 
together with a description of the participants in each of the three stages of the 
study.
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Development of a Rationale: Bullying and Its Long-Term Effects
In the initial stages of the study, the objective of a pilot survey was to establish 
whether or not lesbians, gay men and bisexual men and women had experienced 
victimisation in school as a result of their actual or perceived sexual orientation in 
adolescence. Although, at the time other surveys already existed or were nearing 
completion estimating the incidence of anti-lesbian/gay/bisexual harassment and 
victimisation both in schools (Warren, 1984) and at a national level (Mason and 
Palmer, 1996), I felt that a degree of replication was necessary in designing this 
study to determine whether the results were in general agreement with the others. 
Furthermore, as very little detailed information had been gathered about the nature 
and correlates of homonegative bullying at school, this study had the potential to 
offer ‘new’ insights into a largely uncharted phenomenon.
One of my concerns at this stage was that by excluding those men and 
women who had not been bullied at school but had experienced victimisation or 
harassment elsewhere (e.g. at work), the findings would not be applicable to 
members of this population generally and, therefore, would not have any 
constructive value. However, by restricting the study’s focus to experiences of 
discrimination at school, it then became possible to examine the nature and form 
of homonegative abuse at a time when participants had not disclosed their sexual 
orientation to others, and thus, unlike many other studies of homonegativism, this 
study focused upon the discrimination of young men and women who were not 
visible members of ‘the gay community’.
Furthermore, by focusing upon experiences of discrimination in school, it 
then became possible to identify at what stage in a young person’s life the issue 
of their actual or perceived sexual orientation became an instrument for 
discrimination, and, more particularly, at what age peers identified any 
‘differences’ in an individual and related those differences to sexual orientation 
specifically.
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The dissemination and publication of the results from the pilot study in 
November 1994 and February 1995 respectively coincided with the publication of 
a number of research papers which reported a link between discrimination and a 
high rate of affective disorders and suicide ideation among lesbians and gay men in 
the United States (Savin-Williams, 1994; Hershberger and D’Augelli, 1995; 
Pilkington and D’Augelli, 1995; Shaffer et a l, 1995). In addition, researchers 
working with same-sex couples were also reporting high rates of relationship 
problems and domestic violence together with higher rates than expected of 
polysubstance abuse (Lie and Gentlewarrior, 1991; Lie et a l, 1991; Coleman, 
1994). Mindful of the fact that small-scale research focusing upon the long-term 
effects of school bullying had already shown relationships between victimisation, 
depressive tendencies and low self-esteem (Olweus, 1993b), difficulty in forming 
and maintaining intimate relationships (Gilmartin, 1987), and long-term anxiety 
(Smith, 1991), it seemed likely that some of the findings from the American 
research would also feature in a study looking at the long-term effects of school 
bullying among lesbians, gay men and, quite possibly, bisexual men and women in 
the United Kingdom. Thus, the second objective of this study became to 
determine whether or not the above findings could be replicated with a British 
sample of lesbians, gay men and bisexual men and women.
Methodological Issues in the Design of the Present Study
In order to conduct a study of bullying at school and assess its long-term psycho­
social correlates, a number of methodological issues had to be considered. First of 
all, as I was unknown to the target group, questions relating to the recruitment and 
sampling of participants would have to be addressed, as would those relating to 
the most appropriate methods of collecting data. Secondly, as a contemporary 
survey of the bullying experiences of young lesbians, gay men and bisexual men 
and women had already been discounted due to the difficulties in gaining access to 
a school-aged target group, would the use of retrospective data collection 
techniques have implications for the reliability and validity of the findings? 
Thirdly, what other life factors or events could have an effect upon an individual’s 
scores on certain measures of negative affect, and how could these be controlled
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for? Finally, which methods of data collection and measures would prove most 
effective and illuminating?
Recruitment and sampling
According in Sell and Petrulio (1996), until relatively recently, much of the 
research focusing upon homosexuality has relied upon unrepresentative samples 
of men and women who have, more often than not, accessed medical services for 
care or support, or have been imprisoned for their same-sex sexual behaviour (see 
McWhirter, Sanders and Reinisch, 1990).
Sampling difficult to access or hidden populations provides the researcher 
with a number of challenges. Before addressing the mechanics of sampling itself 
(i.e. determine the appropriate size of the sample in order to answer the questions 
proposed), she/he must (i) conceptually define her/his population, (ii) determine 
the appropriate sampling strategy for the population under investigation, (iii) 
determine the most appropriate method(s) of data collection, and (iv) 
operationalise methods of identifying participants.
Conceptual definition o f  population
Sell and Petrulio (1996) have argued that conceptually defining the population to 
be sampled is particularly difficult for researchers working with lesbians, gay men 
and bisexual men and women because, as Friedman (1988) pointed out, ‘no 
definition of the term homosexuality has been universally accepted by clinicians 
and behavioural scientists’ (p.33). Similarly, Francoeur, Perper and Scherzer 
(1991) have argued that there are numerous definitions of the labels ‘lesbian’, 
‘gay’ and ‘bisexual’. Indeed, it may be argued that researchers have, in the past, 
chosen definitions that favour their own often idiosyncratic beliefs and attitudes 
about homosexuality and bisexuality. Furthermore, at the macro-systemic level, 
behavioural scientists have yet to agree upon a definition of what constitutes 
‘sexuality’ in all its forms (see Nevid, Fichner-Rathus and Rathus, 1995; Rivers, 
1998).
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In their review of literature. Sell and Petrulio (1996) noted that the variable 
nature of current definitions for ‘homosexual’ or ‘gay’ has had a significant effect 
upon the sampling frame of a number of research studies. For example, they argue 
that if a researcher defines a homosexual as, ‘an individual who has sexual contact 
with others of the same gender’, then the constitution of the sample for her/his 
study will be entirely different to that of a researcher who defines a homosexual 
as, ‘an individual who is sexually attracted to others of the same gender’ (p. 34). 
Thus, they argue that behaviour and attraction are not equitable, and should not be 
deemed so.
For this study it was not only necessary to conceptually define labels 
such as ‘lesbian’, ‘gay’ and ‘bisexual’ for the target sample, it was also necessary 
to clarify the meaning of the term ‘heterosexual’ when gathering control data (pp. 
211-212). In addition, as this study addressed specifically the issue of 
homonegative bullying in schools, it was also necessary to determine whether or 
not the sample consisted of participants who were (i) lesbian, gay or bisexual and 
bullied at school because of their actual or perceived sexual orientation, or (ii) 
were lesbian, gay or bisexual, and had been bullied at school fo r other reasons.
The definitions used in identifying the target sample and controls for this 
study were as follows:
i) ‘Lesbian’. For this study, the label ‘lesbian’ refers to women who 
identify themselves as being sexually attracted exclusively or primarily to 
members of the same-sex, but who may not have had sexual contact with another 
woman.
ii) Gay . In this study, the label ‘gay’ is used solely when referring to 
men who identify as being sexually attracted exclusively or primarily to members 
of the same-sex, but who may not have had sexual contact with other men.
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iii) ‘Bisexual’. This label is used when referring to men and women who 
identify as being sexually attracted to members of both sexes equally, and who 
may or may not have had sexual contact with them.
iv) ‘Heterosexual’. The usage of the term ‘heterosexual’ in this study 
refers to men and women who identify as being sexually attracted exclusively or 
primarily to members of the opposite sex, but who may not have had sexual 
contact with them.
It is important to note that the above definitions are concerned with sexual 
attraction rather than behaviour because, as Gilmartin (1987) pointed out, in his 
study none of the former-victims of school-based aggression had experienced a 
sexual relationship although they were able to identify their sexual orientation (i.e. 
heterosexual). In addition, the usage of terms such as 'exclusively ' when discussing 
sexual behaviour present a number of problems for this study in terms of 
participants’ ability to se lf identify. For example, the Kinsey scale of sexual 
orientation (Kinsey, Pomeroy and Martin, 1948; Kinsey, Pomeroy, Martin and 
Gebhard, 1953) graduates sexual behaviour from 0 (exclusively heterosexual) to 6 
(exclusively homosexual), with the majority of the population falling between 1 
(predominantly heterosexual, only incidentally homosexual) and 5 (predominantly 
homosexual, only incidentally heterosexual). By way of comparison, Klein’s 
(1993) scale of sexual orientation not only makes a distinction between sexual 
attraction and behaviour, but also fantasy, emotional preference, social preference, 
lifestyle and self identification with participants rating themselves on each 
variable three times (past self, present self and ideal self). Given that, 
behaviourally, the Kinsey studies suggest that the a large proportion of the 
population who identify as exclusively heterosexual, lesbian or gay have, at some 
stage, had sexual contact contrary to their stated sexual orientation post puberty 
(33%, 74% and 50% respectively; see Reinisch and Beasley, 1990), it seemed 
more appropriate to categorise participants according to their exclusive or primary 
attraction to a particular gender. (It was recognised that, in the case of those who 
considered themselves attracted primarily to their own or opposite sex that, 
behaviourally, they should have been categorised as ‘bisexual’).
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It is also worth noting that, when designing this study, I recognised that 
the label ‘heterosexual’ has more than one definition in psychology and 
psychiatry. In this study, the definition (cited above) arises from Krafft-Ebing’s 
(1893) usage of ‘heterosexual’ to denote the potential for reproductive sexual 
intercourse (i.e. between a man and a woman) whereas, Kieman (1892) had used 
the term to denote a particular form of sexual disorder, as Katz (1996) points out:
the hetero in these heterosexuals referred not to their interest in a different sex,
but their desire for two different sexes (quoted in Rivers, 1998, p. 63).
As previously mentioned, in defining the sample, it was also necessary to 
ensure that participants were selected on the basis of them having been bullied at 
school because of their actual or perceived sexual orientation rather than because 
they were former victims of bullying who happened to be lesbian, gay or bisexual.
For the pilot study, two methods of selection were used to determine 
whether or not respondents were eligible for inclusion. Firstly, as the following 
(brief) advertisement demonstrates, participation expressly required an individual 
to have been bullied at school on the grounds of her/his actual or perceived sexual 
orientation.
WERE YOU BULLIED A T  SCHOOL BECAUSE YOU WERE OR WERE 
PERCEIVED TO BE GAY?
Researcher would like to hear from you, please contact:
Ian Rivers 
Department of Psychology 
University of Luton 
Park Square 
LUTON LUI 3JU
Secondly, following receipt of the initial postal questionnaire (see pp. 170-172), a 
participant who did not (i) report being called homonegative names, or (ii) who 
was unable recount an experience of homonegative bullying which stood out in
Chapter 3: Methodology 147
her/his mind was not included in the sample. This method of data collection was 
later adopted throughout this study (For details of the samples used in this study 
see pp. 207-208). In addition, it was clear that, in the absence of objective reports 
of bullying at school (i.e. peer or teacher nominations), data collection was 
entirely reliant upon retrospective self-reports, and, more particularly, 
participants’ interpretations of the behaviours of perpetrators (thus the 
requirement for them to state either the homonegative names they were called, or 
provide an incident of homonegative bullying which stood out in their minds). In 
addition, to off-set any concerns about the reliability of participants’ recollections 
of school bullying, during the course of the study a sub-sample (N = 60) were 
asked to complete a duplicate copy of the postal questionnaire some 12-14 
months after they had received the original (see pp. 172-177).
Determining the appropriate sampling method
At the outset of the study, perceived difficulties in accessing members of the 
target population suggested that the application of probability sampling 
techniques (i.e. random, quasi-random, systematic or cluster) was unlikely to 
yield a sufficiently large number of participants to claim representativeness (see 
Neuman, 1994). Therefore, the decision was taken to use non-probability 
purposive (or judgemental) sampling.
Purposive or judgemental sampling, although lacking to robustness of 
probability sampling techniques has been used by various researchers wishing to 
access hidden or stigmatised groups in society (see Kinsey et a l, 1948, 1953). 
According to both Kish (1965) and Neuman (1994), purposive sampling is 
acceptable under three specific circumstances: (i) where the researcher wishes to 
select individual participants/cases that are particularly informative; (ii) where the 
researcher wishes to gain access to a difficult-to-reach, specialised population; or 
(iii) where the researcher wishes to identify particular clusters of participants for 
detailed investigation.
For this study, purposive sampling had many benefits when it was 
compared to other forms of non-probability sampling (i.e. haphazard, quota and
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snowball). First of all, unlike haphazard or convenience sampling, purposive 
sampling specifies the particular group under investigation and focuses upon that 
group only. Thus the present study did not focus upon general issues associated 
with being lesbian, gay or bisexual, but explored the association between 
experiences of homonegativism at school and their impact upon life-span 
development. Secondly, whereas quota sampling would include lesbian, gay and 
bisexual respondents who had been bullied for reasons other than sexual 
orientation, as indicated earlier in this chapter, this study focused specifically 
upon those who could demonstrate that their experiences of bullying were directly 
related to their actual or perceived sexual orientation at the time they were at 
school. Finally, whereas snowball sampling was used from within the target group 
(see below), it was not the sole method of recruitment, thus ensuring that 
participants did not come entirely from similar social, educational or occupational 
backgrounds.
Methods o f data collection
As mentioned previously, data was collected primarily by structured 
questionnaire, the majority of which were sent either to individuals or the 
organisers of community groups on request. In the initial stages of this study, the 
decision was taken to place calls for volunteers in national journals and magazines 
(including those published in Northern Ireland), which meant that effectively it 
would be impossible (without adequate resources) to interview each ‘new’ 
participant as they contacted me. Concomitantly, as it was likely that some 
volunteers would wish to keep their participation entirely anonymous 
(particularly if they had not ‘come out’ or felt unable to do so) and would not 
desire to participate further in the study, a structured questionnaire which would 
be distributed to individuals and various community organisations and voluntary 
agencies on request seemed the most appropriate method to employ. Of course, 
one of the methodological weakness in the collection of data by questionnaire 
rather than by interview lies in the amount of information that is required to 
undertake a relatively comprehensive analysis of the psycho-social correlates of 
bullying behaviour. To obtain an overall picture of the issues relevant to the 
study, a number of independent measures would have to be included in the study
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of psycho-social correlates and long-term effects, and this would require a 
considerable commitment on the part of participants in terms of the time spent 
completing each one. In addition, the number of questionnaires distributed would 
have to be large enough to ensure an adequate return for analysis. Having said that, 
costs relating to the reproduction of questionnaires and their return postage were 
suitably low to ensure that 500 copies of the initial bullying survey could be 
distributed and followed up with 250 copies of the study focusing upon psycho­
social correlates long-term effects.
Towards the end of the study, funding from the Froebel Educational 
Institute provided me with an opportunity to conduct a series of interviews with 
participants living in London and the South East. The purpose of the interviews 
was primarily to explore further some of the issues raised via questionnaire. It 
was also hoped that analysis of the interview transcripts (see Chapter 6) would 
provide me with additional insights into the lives of participants, elucidating 
further upon those questions either inadequately covered by or omitted from the 
questionnaires, and, perhaps, identify individual features that determined positive 
and negative long-term outcomes.
Operational methods for identifying sample
As previously mentioned, one of the difficulties in conducting research with a 
potentially vulnerable group of people is access. Lee (1993) has argued that any 
researcher who undertakes a study of a sensitive area such as sexuality, has to 
provide the respondent with the opportunity to offer personally discreditable 
information without causing embarrassment. Toss of face’ or harm (p. 71). To this 
end, it was not only imperative that participants would freely and willingly give 
of their time, but that I could engender trust by guaranteeing confidentiality, and 
by providing written feedback at various stages throughout the study. 
Furthermore, where there were concerns about the possibility of causing 
emotional harm to participants (as a result of recalling particularly harrowing 
experiences of school bullying), it was also felt necessary for me to provide 
counselling or psychotherapeutic support for those who requested it.
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Mindful of the considerations outlined above, over the course of three 
years four particular methodologies (described below) were employed to gain 
access to participants.
i) Advertising in the local and national press. As illustrated previously, in 
the initial stages of this research advertising was used primarily as a means to 
obtain a pilot sample to determine the study’s overall feasibility. Although 
advertising presents a number of problems for the researcher in terms of assessing 
the representativeness of the sample she/he gathers, where there is little 
opportunity to access a population in the early stages of the research (as in this 
case), it can provide a useful base upon which to build the study (Lee, 1993).
According to Lee (1993) various researchers have used advertising to their 
advantage in conducting research on sensitive topics. He cites two particular 
studies by Bart (1981) and Silver, Boon and Stones (1983) where the media was 
used primarily as a means to present the research in a positive and non­
threatening manner encouraging victims of rape (re: Bart) and incest (re: Silver et 
al.) to come forward. Interestingly, in terms of reliability, in Bart’s study, Lee 
reports that except for an over-representation of Caucasian women, those who 
came forward were similar in many of their characteristics to women who had 
participated in other studies of rape and victimisation anonymously. However, as 
Biernacki and Waldorf (1981) have pointed out, while advertising may provide the 
researcher with a appropriate sample size, issues of representativeness and 
participant suitability remain:
Revealing too many of the eligibility criteria can result in problems relating to 
verification, while revealing too few details can produce management difficulties 
related to screening and perhaps difficulties in turning away non-eligible but 
willing study participants (p. 149).
The concerns expressed by Biernacki and Waldorf (1981) were relevant to 
this study and required some consideration by myself. For example, while it was 
very difficult to verify the eligibility of participants taking part in a retrospective 
study when there were no independent means of assessing the reliability of self-
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reports (e.g. peer observation); in determining the overall stability of participants’ 
recollections of bullying at school, it was felt that the introduction of a measure of 
test-retest reliability would provide some guarantee of their overall substantiality. 
Furthermore, where I was unclear about the nature of a participant’s experiences 
of bullying at school (i.e. there was some doubt as to whether or not it was a 
consequence of their actual or perceived sexual orientation), she/he was not 
included in the analysis.
ii) Networking with individuals, local and national organisations. Following 
publication of the results from the pilot study in early 1995 (see Rivers, 1995a), I 
contacted the organisers of various local and national support agencies for 
lesbians, gay men and bisexual men and women with the intention of asking them 
to assist in the collection of data. Workshops and seminars for health care 
professionals and volunteers were also provided for local authorities and at 
various practitioner conferences throughout the UK in which calls for more 
volunteers were also circulated. At the same time, participants were also sent 
letters asking them to circulate information about the study to their friends and 
associates who, in turn, contacted me either directly or indirectly (through a 
participant or community group leader).
Although this latter method of data collection - often referred to as 
‘snowball sampling’ - has found little favour with social scientists in the past, as 
Sudman and Kalton (1986) have pointed out, despite its limitations (discussed 
below) it is a very useful method for accessing difficult to reach populations.
In their critique of snowball sampling, Biernacki and Waldorf (1981) have 
suggested that there are a number of problems in using this particular 
methodology in isolation, and they have advocated its use only where it 
constitutes one of a number of alternative strategies to access a hidden population. 
In particular they note that rather than leading to a rapid increase in participant 
numbers, snowball sampling usually results in a very slow and haphazard rate of 
contacts. Ideally, as Coleman (1958) pointed out, it can only work effectively as 
an independent method of recruitment if the researcher starts with a small random
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sample of participants drawn from the target population. Since this was not the 
case for the present study, Biernacki and Waldorf s recommendations were noted 
and, as already indicated, snowball sampling was used in conjunction with a 
number of other recruiting methods (advertising, outcropping and servicing 
statutory and voluntary agencies) to ensure that participants were not drawn from 
one particular subgroup within the target population.
A second concern expressed by Biernacki and Waldorf (1981) with respect 
to snowball sampling relates to the potential for current participants to 
misrepresent the aims and objectives of the study to potential participants. 
However, as already indicated in the preceding paragraphs, where participants did 
not directly relate their experiences of bullying to their actual or perceived sexual 
orientation when they were at school they were not included in the data sets 
described below.
Given the caveats described by Biernacki and Waldorf (1981), Sudman and 
Kalton (1986) have argued that snowball sampling does have its merits. Where 
contacts are made through participants, not only is the researcher given increased 
access to a hidden population, but participants can vouch for the researcher’s 
discretion and trustworthiness - two factors that were particularly important if 
participants had not disclosed their sexual orientation to their family, and had 
only ‘come out’ to a few close friends. Indeed, as Kitzinger (1987) has pointed 
out, another merit of snowball sampling is that, towards then end of the project, 
the researcher can actively canvass for participants from ethnic or cultural 
minority groups not already represented. (For this study, the absence of 
participants from the Asian community was particularly noticeable, and efforts 
were made to contact the facilitators of support groups for Asian lesbians, gay 
men and bisexual men and women).
In summary, although such samples cannot be considered wholly 
representative of the population under investigation, snowball sampling can be 
directed thus offering the researcher with an opportunity to provide the breadth
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and diversity required among respondents to ensure the applicability of the 
findings to the real world.
iii) Outcropping. Following the establishment of contacts with the 
organisers of community groups and support services, a number of questionnaires 
were completed by members of a client group at the request of the group 
facilitator. Again there were both advantages and disadvantages in accessing these 
client groups, as the following discussion illustrates.
The primary advantage in utilising contacts with organisers of community 
groups and support services was that it gave me an additional avenue in which to 
recruit a potentially large number of participants who otherwise may not have 
known about the research underway. Comparable with snowball sampling, 
outcropping also offered me the opportunity to focus upon particular groups not 
represented by the study, providing additional validity to its findings. 
Outcropping was primarily used in this study to increase the number of women 
participants, and this was achieved by sending a batch of fifty questionnaires to 
the convenor of a lesbian and bisexual women’s retreat (a venue otherwise off- 
limits to me).
According to both Biernacki and Waldorf (1981) and Lee (1993), there are 
two problems with outcropping that require consideration. First of all, the 
majority of studies where outcropping has been used have involved observer 
participation where the objectivity of the researcher has been called into question 
(see, for example, Humphreys, 1970). As outlined above, in this study, 
outcropping did not involve my participation per se, rather data was collected by 
proxy through the convenor of the lesbian and bisexual women’s retreat. This not 
only ensured the my objectivity, but ensured that all ethical considerations 
relating to welfare of participants could be observed (especially where attendees 
of the retreat felt uncomfortable about talking to a man). Secondly, as with all 
other forms of purposive sampling, bias is an inherent problem when using 
outcropping. However, by using this method to obtain data from members of the 
population poorly represented in the research study, it was hoped that such bias
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would not have too adverse an affect upon the applicability of the study to the 
population under investigation.
iv) Servicing statutory and voluntary agencies. The final method of data 
collection was one closely associated with the networks formed by myself with 
individuals, as well as local and national organisations. Over the course of three 
years, I facilitated in-service training days for school teachers, and sat on the 
steering committee for a Department of Health funded project examining the 
mental health needs of young lesbians, gay men and bisexual men and women. 
Although such activities did not directly provide access to participants, it did 
provide me with additional sources of information, and through a process of 
networking and correspondence, resulted in the participation of a small number of 
men and women who had recently left school (over 16 years of age). Unlike other 
forms of data collection, by providing either information or a service to statutory 
and voluntary sector organisations, I was brought into contact with practitioners 
and other researchers who were able to offer advice or guidance on issues that had 
not been considered at the outset. (For example, I had not fully appreciated the 
importance of the Lesbian and Gay Switchboard in supporting men and women 
who were experiencing difficulties in ‘coming out’, and questions relating to advice 
and support services within the ‘gay community’ were included later at the 
interview stage of the study).
Sample size and 'power '
Neuman (1994) has argued that there are two methods to calculating the size of a 
sample for a given population: (i) statistical and (ii) rule of thumb. Where 
assumptions are made about the characteristics of a population (degree of 
confidence and variation), he has advocated the use of statistical formulae to 
determine the appropriate number of participants to be included. For example, 
based upon the presumption that 10% of the population of the United Kingdom 
(approximately 60 million inhabitants) are lesbian, gay or bisexual (Kinsey et a l, 
1948,1953), and using Moore’s (1997) formula, to obtain a representative sample 
from the 50,000 questionnaires distributed by Mason and Palmer (1996) to 
determine the frequency of homonegative violence over a five year period.
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randomly selected respondents would have to had numbered 9,604 rather than 
4,216 (this was primarily a convenience sample). For this study, had it been 
possible to use probability sampling techniques (i.e. the population was neither 
hidden or difficult to access), based upon the circulation of 500 questionnaires, the 
number of valid returns to claim representativeness would have had to have been 
384.
Given that very little is known about the frequency or nature of 
homonegative bullying at school, or indeed its impact upon victims, any 
assumptions relating to the degree of confidence (number of errors) and the degree 
of variation in the population were impossible to make at the commencement of 
this research. Consequently, and in accordance with Neuman’s (1994) 
recommendation, the rule of thumb method was employed to calculate the number 
of valid returns necessary to conduct the appropriate level of statistical analysis. 
Neuman has argued that while the rule of thumb technique is not as robust as the 
statistical formula technique, it is not arbitrary, rather it is based upon the 
observations and experiences of researchers using samples that have been derived 
from the application of random allocation techniques and assessed for 
representativeness using statistical formulae.
For relatively small populations (under 1,000), Neuman (1994) suggests 
that a researcher needs to sample around 30%. For populations of around 10,000, 
about 10% should be sampled (1,000 participants). For larger populations of over 
150,000 about 1% should be sampled (1,500 participants). Finally, for 
populations over 10 million, a sampling ratio of 0.025% would be required (2,500 
participants).
Where a particular population is heterogeneous (as in the case of Mason 
and Palmer’s study where all respondents, although, lesbian, gay or bisexual, had 
not shared similar baseline experiences), larger samples are required to ensure 
relative accuracy. Using Neuman’s rule of thumb. Mason and Palmer’s (1996) 
sample of 4,216, although impressive, did not meet the requirements to claim 
accuracy. (If the sample were considered homogenous, a return of 5,000 would
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have provided an accurate reflection of the experiences of lesbians, gay men and 
bisexual men and women in the United Kingdom). For this study (which explored 
the experiences of a sample who shared a common experience - bullying at school) 
based upon the circulation of 500 questionnaires, a return of 150 or more (30%) 
would provide an accurate representation of the experiences of homonegativism at 
school.
Reliability of retrospective data collection techniques
Concerns about the reliability of retrospective data were of primary importance if 
the project was to go ahead. In particular one question needed to be addressed, 
namely: ‘how reliable would participants’ memories of being bullied at school be 
across time?’ There have been suggestions that autobiographical memories of 
abuse or trauma in childhood are not reliable across time, and that, in the case of 
adults suffering from long-term depression as a result of childhood trauma, ‘the 
validity of retrospective data from depressed patients and their families is 
questionable at best’ (Burbach and Borduin, 1986, p. 146). This position has also 
received support from Lewinsohn and Rosenbaum (1987) who concluded their 
article which focused upon depressive and non-depressive participants’ 
recollections of parental behaviour with the assertion that, ‘retrospective memory 
should probably never be construed to represent what really occurred’ (p. 618). 
However, in their meta-analytical reassessment of research using retrospective 
data collection techniques, Brewin, Andrews and Gotlib (1993) attempted to 
weigh the evidence for and against the validity of retrospective reports in applied 
research. They examinedthree key categories of criticism: (i) normal limitations of 
memory, (ii) general memory deficits associated with psychopathology and (iii) 
mood-congruent memory processes.
Normal limitations o f  memory
According to Neisser (1982) autobiographical memories are not simply 
reproductions of past experiences, they are reconstructions that are based upon 
the individual’s understanding and expectations of the information they have 
stored in the form of ‘schemas’. Thus, rather than remembering an episode or 
event as it occurred, it has been suggested that individuals may reconstruct and
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even revise their personal history for the researcher (Greenwald, 1980). Indeed, 
Ross and Conway (1986) have argued that autobiographical memory is a 
‘constant process of selection, revision, and reinterpretation’ (Brewin et a l, 1993, 
p. 85), and as such should not be wholly relied upon. While such arguments 
clearly suggest that autobiographical memories of childhood are vulnerable to 
some contamination across the life-span, both Ross and Conway and Baddeley 
(1990) have conceded that, inmost cases, an individual’s recall of past events will 
remain relatively accurate across time. Indeed, empirical investigations of 
autobiographical memory where participants’ ability to recall particular events 
has been compared to that of other individuals has shown correlations ranging 
from .33 to .78 (Yarrow, Campbell and Burton, 1970; Parker, 1981, 1983; 
Schwarz, Barton-Henry and Pruzinsky, 1985; Harris, Brown and Bifulco, 1986). 
Interestingly, in terms of school experiences, Sheingold and Tenney (1982) found 
that participants in their study accurately recalled the names and faces of high 
school classmates after many years. In Brewin et al.’s evaluation of the available 
evidence, they have suggested that, ‘adults asked to recall salient factual details of 
their own childhoods are generally accurate, especially concerning experiences that 
fulfil the criteria of having been unique, consequential, and unexpected. Their 
agreement with independent sources is likely to vary from fair to excellent, 
depending on the concreteness of the item recalled, the provision of recognition 
cues, the length of time elapsed, and their awareness of the relevant facts at the 
time’ (p. 87).
General memory deficits associated with psychopathology 
As previously stated, where individuals have experienced long-term distress 
following a traumatic event in childhood, Baddeley (1990) has suggested that their 
ability to accurately recall the traumatic episode may to be flawed. However, the 
small number of studies available exploring memory among highly anxious or 
depressed clinical samples suggests that while anxiety may, on occasions, 
negatively effect recall (see Eysenck, MacLeod and Mathews, 1987), reports of 
memory impairment among participants suffering from depression remain 
inconsistent. Brewin et a l (1993) have argued that studies of memory using 
clinical samples invariably do not focus upon autobiographical memory, rather
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they focus upon participants’ performances on standardised memory tests (e.g. 
digit span tasks). They have argued that where memory impairment has been 
indicated previously, it is likely to have been the result of general lethargy or a 
lack or interest on the part of the depressed person rather than poor recall.
Mood-congruent memory processes
Related to the above arguments surrounding the performance of clinical samples 
on memory tests, there is some evidence to suggest that both highly anxious and 
depressive individuals negatively distort perceptions of reality. It has been 
suggested by some researchers (e.g. Blaney, 1986) that, ‘individuals sometimes 
recall events that are congruent with their current mood state’ (Brewin et a l, 
1993, p. 88). Thus, individuals may exaggerate or negatively misrepresent the 
adversity they faced in childhood as a result of their perception of adulthood 
adversity (Burbach and Borduin, 1986; Lewinsohn and Rosenbaum, 1987). While 
there is evidence indicating that retrieval times differ between depressed and non­
depressed participants in their recollection of positive experiences, in terms of 
recalling negative experiences or indeed embellishing them the evidence is less 
emphatic and requires consideration (see Matt, Vazquez and Campbell, 1992). In 
their review of studies of mood congruency and childhood memories, Brewin et al 
point to the fact that clinical studies have shown that negative recollections do not 
necessarily alter in anxious patients following therapeutic intervention (see 
Gerlsma, Kramer, Scholing and Emmelkamp, 1991). Indeed, the majority of 
studies focusing upon mood congruency and childhood memories have focused 
upon participants’ estimates of parental care rather than their memory of 
autobiographical events, and as Gerlsma et al have pointed out in such a study, 
participants’ ‘recall of parenting was extremely stable and showed no change in 
the different mood states’ (Brewin et a l, p. 90).
Although Lewinsohn and Rosenbaum (1987) considered the use of 
autobiographical memory as a research tool with clinically depressed participants 
to be flawed, their argument was primarily based upon an analysis of the 
responses of 998 participants who answered a 938 item questionnaire under two 
very different conditions (by post and in the laboratory). As Brewin et a l (1993)
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have pointed out, inconsistencies in methodology are, more often than not, less 
than satisfactory and do not facilitate the participant in recollection. 
Concomitantly, in the absence of reliable information from other sources to 
support participants’ recollections (i.e. peer nominations), Brewin et al have also 
advocated that the use of structured research tools such as questionnaires, scales 
and semi-structured interviews will actually facilitate participants’ memories 
rather than impede them, and this is particularly so where they are asked to recall 
specific rather than general events from their life histories. For example, Brewin et 
al cite studies by Linton (1986) andBjôrk (1989) where it was found that loss of 
memory could be rectified by asking specific questions about an episode or event 
rather than more general enquiries. Thus, where questionnaires are used, Brewin et 
al have suggested that they address a particular issue or experience rather than 
attempt to elicit global judgements. Similarly, in the case of interviews, the 
interviewer should focus her/his questions upon a particular episode or event and 
attempt to elicit specific memories about it. Indeed, they considered it feasible 
that, ‘the retrieval of memories of early childhood, like the retrieval of recent 
trauma, is in itself therapeutic’; and they concluded that, ‘provided that 
individuals are questioned about the occurrence of specific events or facts that 
they were sufficiently old and well placed to know about, the central features of 
their accounts are likely to be reasonably accurate’ (p. 94). Therefore, in designing 
the present study, it was necessary to ensure that participants were given as 
much help as possible to assist them in the accurate recall of their experiences of 
bullying at school by asking specific rather than open-ended questions. In 
addition, it was also necessary to guard against directing the questions too much 
to ensure that participants gave a factual rather than desired response. To this 
end, Baddeley (1979) highlighted four factors (discussed below) that require the 
consideration of the researcher when designing a retrospective study: (i) 
conventionalisation, (ii) prior expectations, (iii) the use of leading questions and 
(iv) the use of emotive material.
Conventional isation
According to Baddeley (1979), conventional responses occur most frequently 
when a researcher requires the participant to retell or reconstruct a story they
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have heard rather than experienced. In re-telling a story for example, 
conventionalisations may be characterised either as word substitutions (e.g. 
‘canoe’ becomes ‘boat’) or as stereotypical representations of ambiguous material 
(e.g. where an idiosyncratic feature of the story is forgotten or unclear, it may be 
replaced by something more familiar to the story-teller and her/his audience). An 
example of conventionalisation is provided by Bartlett (1932/1964) in his text 
entitled ‘Remembering' in which he described a study where a group of 
undergraduates were asked to read and memorise an Indian folk tale - ‘The War o f 
the Ghosts ’ - which was both unfamiliar and lacking in structure. Over a period of 
several years, participants were asked to recall the story verbatim, and as Bartlett 
recounted, as time passed the stories became less and less accurate. However, the 
errors participants made were not unsystematic, rather they followed a particular 
trend which suggested that they (the participants) had attempted to reconstruct 
the tale around a more traditional story framework, altering those aspects of it 
that did not make sense. According to Bartlett, participants had used ‘schemata’, 
and had attempted to arrange events in the largely unstructured story in an 
attempt to make it have sequential sense (see also Mandler and Parker, 1976; 
Mandler and Johnson, 1977; Brewer and Treyens, 1981, for supporting evidence 
of this argument).
Since participants in the present study were not being asked to recall a 
story they had heard, but give an account of their own subjective experiences of 
being bullied, it would be impossible to measure the accuracy of their stories in 
terms of their detail independently. However, while it was quite possible that 
some conventionalisation could occur if participants were not provided with 
appropriate cues to aid recollection as Brewin et al. recommend (i.e. response 
categories in a questionnaire), Menneer (1979) has also argued in defence of self- 
reports stating that where the interest in a subject is high, the researcher may be 
confident that the incidence of misreporting will be low. Indeed, although 
participants in this study were self-selecting and were unrepresentative of the 
‘gay community’ as a whole, the fact that they had an investment in the subject 
matter indicated that, as Menneer suggested, I could be relatively confident about 
the accuracy of their recollections. Additionally, rather than interviewing
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participants in the first instance and asking them to reconstruct their experiences 
of bullying school, by providing a structured framework for recollection through 
the use of a validated questionnaire (in which they were required to answer a 
series of questions by circling or ticking one or more responses from a number 
pre-selected options), the potential for misrepresentation was, hopefully, 
reduced. Finally, to check for inconsistencies in recall, a measure of test-retest 
reliability was undertaken at a 12-14 month interval with the co-operation of a 
sub-sample of 60 participants (the results of which appear below pp. 172-177)
Prior expectations
Since data was being collected in the initial stages through advertisements placed 
in the national press which outlined the criteria for participation (i.e. an individual 
had to have been bullied in school because of their actual or perceived sexual 
orientation), the issue of participants having prior expectations relating to the 
nature and purpose of the project was unavoidable. In line with the British 
Association for Counselling (1996) guidelines on the protection and debriefing of 
participants, it was decided very early on that those who so wished would be 
kept informed about any developments relating to the study as it progressed 
through the distribution of a quarterly newsletter (see Appendix 1). In the context 
of this study, the newsletter’s purpose was not to impart the results from the 
study as it progressed (although various aspects of it appeared in academic and 
practitioner publications), but to ensure that I retained contact with participants, 
maintaining their goodwill and willingness to contribute further, as well as 
providing feedback on the interest the study generated from statutory and 
voluntary agencies.
Though it seemed unlikely that the prior expectations of participants 
would have a detrimental effect upon the quality of the data collected by 
questionnaire, it was a matter for concern that unrealistic expectations could be 
generated during the collection of qualitative data by interview, particularly with 
respect to the ability of the researcher to provide support to a participant beyond 
the scope of the study. In effect, regular contact with participants via the 
newsletter provided me with an opportunity to ensure that any unrealistic
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expectations on the part of participants relating to provision of a befriending or 
counselling service, or some other form of psychotherapeutic intervention could 
be discouraged.
Leading questions
Baddeley’s (1979) third factor to be considered in the collection of retrospective 
data - the use of leading questions - was particularly pertinent to this study. 
Where validated questionnaires and measures were going to be used, there was 
very little scope for altering the questions significantly without re-assessing both 
their reliability and validity. However, in the construction of any ‘new’ 
instruments or measures including an interview schedule, it was necessary to 
guard against the use of intentional or leading questions. To this end, drafts of any 
new questionnaires and the interview schedule were circulated to colleagues both 
in the United Kingdom and United States for comment, and revisions were made 
based upon their recommendations prior to piloting.
Emotive material
The issue of using emotive material was also one of significance in this study, 
especially where participants related being bullied in school to any current 
negative feelings or emotions. Although there is evidence to suggest that false or 
distorted reports are much more likely in face-to-face encounters between 
interviewer and interviewee where the issue is a sensitive one, Baddeley (1979) 
points out that in situations where the anonymity of an individual is maintained, 
response distortion reduces significantly. Consequently, in order to ensure that as 
little distortion as possible occurred, participation in the study remained entirely 
confidential, with a database of names and addresses of participants being kept 
separately and only for the purpose of distributing the quarterly newsletter.
The question also arose as to whether or not the emotional nature of the 
material covered by the survey instruments and the interview schedule would 
negatively impact upon participants’ ability to provide clear accounts of their 
experiences at school. Early research on ‘personal reference systems’ - the ability 
to structure and recall items from one’s own past (see Tulving, 1962) - suggested
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that an individual would be able to recall events from her/his past according to the 
‘temporal landmarks’ upon which they rested. Three types of temporal 
landmarks have been explored with respect autobiographical memory and 
emotionality: (i) memory for public events; (ii) memory for personal events, 
especially ‘first’ experiences; and (iii) calendar references points (Shum, 1996).
It is the second type of temporal landmark - memory for personal events - 
which was particularly relevant to this study, and required consideration. 
According to Rubin and Kozin (1984), recollections of events of personal 
importance are much more likely to be recalled accurately than memories for 
public events that do not impact upon the individual. Their findings follow 
research conducted by Brown and Kulik (1977) and Pillemer (1984) exploring 
memories for public events in which participants were asked to recall and rate the 
emotionality of well known incidents (the assassination of John F. Kennedy and 
the attempted assassination of Ronald Reagan respectively). Although Brown and 
Kulik’s results were inconclusive, especially in relation to the role of rehearsal in 
recall (see Neisser, 1982), in Pillemer’s study it was noted that the emotional 
nature of the public event did have an impact upon recall, however, the exact 
nature of the impact was disputed. Furthermore, the question was raised as to 
whether or not public events were the main types of event recalled by individuals. 
(It is also worth mentioning that Pillemer had also found that rehearsal did not 
affect the quality of memory retrieval).
In Rubin and Kozin’s (1984) study, undergraduates were asked to rate a 
series events according to their national importance, personal relevance, level of 
surprise, consequentially, vividness and emotional response. Interestingly, 
participants recalled very few national events with an accuracy (less than 5% of 
the total number of recollections). Level of surprise was not found to have a great 
effect upon the ability to recall past events accurately, nor was consequentially 
or number of rehearsals. Similarly Rubin and Kozin found no significant effect for 
emotionality. Only two major effects were found: degree of personal importance 
and vividness. In fact participants rated over 70% of the events they recalled as 
being of above average personal importance which suggested that incidents or
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events which impact upon the individual personally stand out in autobiographical 
memory, and are much more likely to be recalled accurately than other types of 
events where there is not a personal interest or investment.
As an addendum to this debate, in a more recent paper, Wright and Gaskell 
(1992) found that retrospective recollections of events of personal importance 
were postively correlated with emotionality, and that this correlation increased 
overtime- becoming stronger as the event grows older. However, it was unclear 
whether or not the gradual increase in emotionality over time negatively distorted 
participants’ recall.
Types o f personal memories recalled across the life-span
One important question raised at the outset of this study related to the types of 
personal memories women and men are likely to recall accurately across the life­
span. As previously mentioned, one of temporal landmarks to have been explored 
by researchers is that described by Shum (1996) as a ‘calendar reference point’. 
According to Conway and Bekerian (1987), ‘lifetime periods’ - a concept similar 
to calendar reference points - enscapsulate periods of time that are marked by 
beginnings and endings (e.g. ‘when I was an undergraduate’, ‘when I was in sixth 
form’). Such periods can originate externally (i.e. they are structured around 
calendars imposed upon the person such as time at primary school, time at 
secondary school etc.) or they can have a personal origin (e.g. the beginning and 
end of a relationship). Robinson (1986) and Conway and Bekerian have argued 
that because memories are stored hierachically and tend to be abstract (i.e. they 
hold personal rather than general meaning), they require a common theme or 
backdrop - a calendar reference point - which allows them to be situated in time 
and retrieved.
Various studies using ‘long-term sampling techniques’ (a term applied to 
studies conducted with participants over the age of 50 years) have shown that 
recollection of past events are affected by the ability of the individual to locate 
them in time. Rubin, Wetzler and Nebes (1986) reviewed 10 years worth of 
research using long-term sampling techniques in the hope of determining which
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types of memories occurring at what stages (or lifetime periods) in the 
development of an individual were most likely to be recalled with greater 
frequency and accuracy in later years. Despite the varying methodologies of the 
studies reviewed, the results indicated that both 50 year olds and 70 year olds 
recalled more events from the second (10-19 years) and third (20-29 years) 
decades of their lives than from any other period. Shum (1996) has argued that 
one of the reasons why participants recalled so many more events from the 
second and third decades of their lives is to do with the fact that these years tend 
to encapsulate a number of personally important events (e.g. going to school, 
going to university, marriage, parenthood etc.), and landmark first time 
experiences (e.g. first kiss, first car, first job interview etc.). Thus, many more 
calendar reference points are available for individuals to locate and organise 
memories.
In terms of the types of memories an individual is likely to recall with 
greater accuracy, research conducted by Wagenaar (1986) has noted that the 
pleasantness of a memory is an important factor. Using a methodology similar to 
that employed by Linton (1975), Wagenaar attempted to recall daily events 
periodically over a period of six years using cues such as ‘who participated in the 
event?’, ‘what happened?’, ‘where did it happen?’, and ‘when?’. Although the 
initial findings suggested that individuals are much more likely to recall pleasant 
rather than unpleasant events with greater accuracy, more recently Wagenaar 
(1992) has argued that, in his case, the recall of ‘pleasant’ events was, in fact, a 
consequence of their relationship to more important factors occurring at the time, 
and, therefore, he suggested that they would not have been recalled with such 
acuity had they not held particular relevance. In order to confirm this hypothesis, 
he attempted to recall unpleasant events in his life history which were (i) self­
related (i.e. he was the protagonist in the event) and (ii) had a negative impact 
upon his positive self-image. As he reported, ‘some aspects of the results suggest 
strongly that the better recall of self-related unpleasant events is secured in 
encoding, and not in the subsequent stages of storage or retrieval’ (Shum, 1996, p.
12). Thus, Wagenaar concluded that whilst the generalisability of his results was 
questionable due to the fact that he was the only participant in his own study.
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they did suggest that recall for unpleasant or negative events has the potential to 
be much more accurate (due to the acuity of the encoding process) than that 
relating to the retrieval of pleasant experiences or positive outcomes.
In terms of participants’ ability to recall bullying at school, Olweus 
(1993b) found that former victims were accurate in their estimates of the severity 
of such behaviour seven years after they had left statutory education. According 
to Olweus, comparison between participants’ retrospective self-reports of 
bullying at age 23 (N=  71) and actual victim/non-victim status at age 16 (Grade 9) 
were found to correlate significantly at .42 (Pearson’s r). Furthermore, when their 
self-reports at age 23 were compared to peer nomination data gathered in Grade 9, 
the coefficient rose to .58.
In summation, despite the reservations relating to Wagenaar’s (1992) 
study, generally, the research outlined above suggests that events which impact 
upon an individual personally, whether positively or negatively, during 
adolescence and early adulthood are likely to be recalled with greater accuracy 
than those occurring later in life. Furthermore, as Olweus (1993b) demonstrated, 
former victims’ recollection of bullying in high school were found to correlate 
significantly with actual victim status at age 16, and nominations at Grade 9. 
Therefore, in undertaking a measure of test-retest reliabililty with a sub-sample of 
participants, I hoped to demonstrate that participants recollections of bullying at 
school were not only stable across time, but were also not affected by their 
understanding of the aims and objectives of the study.
Other intervening life factors or events: a question of covariation 
In his study of long-term effects of school bullying upon 71 boys and young men, 
Olweus (1993b) found no systematic association between victimisation at school 
and victimisation or harassment in adulthood. In addition, he suggests that the 
absence of such an association suggests that, on leaving school, young people are 
given ‘greater freedom to choose their own social and physical environments’ 
(Olweus, 1994, personal communication). However, in the case of lesbians, gay 
men and bisexual men and women, the continuation of discriminatory behaviour
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post school has been well documented (see, for example, Hershberger and 
D’Augelli, 1995; Pilkington and D’Augelli, 1995), and this suggests that it would 
be more difficult to make a distinct delineation between the long-term effects of 
discrimination experienced at school and those of discrimination experienced in the 
wider community. Consequently, in order to take account of the findings relating 
to the discrimination of lesbians, gay men and bisexual men and women at a 
community level and to achieve the second objective of this study, it was 
considered necessary to incorporate a second measure of bullying and harassment 
which paid particular attention to experiences of victimisation in the work place 
or at university/college.
In order to measure the long-term consequences of victimisation either at 
school or at work/college/university, it was also necessary to incorporate an index 
of recent life-events, especially as I proposed to use measures of current affective 
state (depression, anxiety, hostility, internalised homonegativity and post- 
traumatic stress disorder). While it would be impossible to control for every 
extraneous variable affecting mood, emotion or affective state, it was felt that the 
inclusion of a life-events scale would allow for a more accurate interpretation of 
any significant results from the study - particularly if such measures were to be 
taken at one time point only.
As I outlined in Chapter 1 (pp. 18-21), it has also been suggested by a 
number of researchers (Bjôrkqvist et al, 1982; Lagerspetz et al, 1982; Perry et 
al, 1988; Farrington, 1993; Boulton and Smith, 1994; Olweus 1994) that there are 
particular personality/individual characteristics which apply to victims of bullying 
behaviour as the following extract demonstrates:
The typical victims are more anxious and insecure than other students in 
general. Further they are often cautious, sensitive and quiet. When attacked by 
other students, they commonly react by crying (at least in the lower grades) and 
withdrawal. Also victims suffer from low self-esteem, they have a negative view 
of themselves and their situation; they often look upon themselves as failures 
and feel, stupid, ashamed and unattractive (Olweus, 1994, p. 1178).
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While the above characterisation, which relates primarily to boys, suggests 
that victims may not actively engagewith peers, and may be shy or withdrawn, it 
can be argued that such behaviour or demeanour is as much the result of their 
negative experiences at school as it is the cause. As mentioned previously in 
Chapter 1 (pp. 18-21), in his study of the antecedents and long-term outcomes of 
bullying, Olweus (1993b) noted that the timidity he found among victims was, in 
part, associated with their mothers’ desire to be overly protective. However, as he 
later conceded, it was impossible to determine whether the protective behaviour 
displayed by victims’ mothers was a cause rather than an effect of school bullying 
(i.e. were the children protected by their mothers because they were being bullied 
at school?). Concomitantly, according to Olweus (1994), once they had left 
school, those former victims of bullying who were followed-up at age 23 had in 
fact ‘normalized’ in adulthood (p. 1179), and did not demonstrate many of the 
features previously associated with victim status. They were, however, found to 
be more depressed and had lower levels of self-esteem than their non-victim peers 
- an outcome he attributed to, ‘earlier, persistent victimization which thus had left 
its scars on their minds’ (p. 1179).
The idea that personality may be intrinsically linked to the status of 
children in school has been explored much more extensively by the Finnish 
researcher Salmivalli(see Salmivalli, 1998), who has noted that personality factors 
are much more discernible when researching aggressors rather than victims. 
Comparable with Olweus, she has argued that much of what we know about 
children who bully relates to boys as very little research has been conducted 
focusing on the personality characteristics of aggressive girls (see also Olweus, 
1994). Since the present study did not focus upon the the perpetrators of bullying 
behaviour but rather its victims, what little is known about the individual 
characteristics of children who bully or those who are bullied was deemed of little 
relevance to a researcher conducting a retrospective study with adult participants. 
Indeed, it can be argued that in the absence of longitudinal research charting the 
pre- and post school experiences of women and men who were bullied, the 
relationship between personality and victim status remains inconclusive at best.
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For the present study, the inclusion of measures of personality or 
individual characteristics of victims would have proved problematic given the 
nature and focus of the study, and the make-up of the target sample. As 
previously stated, this study was primarily retrospective and, as a result, there 
were no objective means of determining the personality or behavioural 
characteristics of participants when they were being bullied at school. If one 
accepts the logic behind Olweus’ (1993b, 1994) interpretation of his longitudinal 
data, while I could expect to find a high incidence of depression and, perhaps, low 
self-esteem among participants, I would not necessarily find any residual indices 
of those behaviours or traits that had first identified them as targets for 
victimisation (i.e. they would have all ‘normalized’ in adulthood to use Olweus’ 
words). Secondly, if victim status were, as Olweus (1993b) suggests, in any way 
associated with the relationship a boy had with his mother (i.e. over protective), 
then any attempt to assess the nature of that relationship or gauge its impact 
upon victim status could, theoretically, be confounded by the very participation 
of gay and bisexual men. For example, early theorists and researchers exploring the 
origins of male homosexuality argued that a link existed between childhood 
androgeny or gender atypicality and attachment to a primary female care-giver - 
usually the biological or adoptive mother (see Freud 1924; Bieber, Bain, Dince, 
Drellich, Grand, Gundlach, Kremer, Rifkin, Wilbur and Bieber, 1962; Saghir and 
Robins, 1973). While research conducted in the 1970s and early 1980s discounted 
this argument (Bell, Weinberg and Hammersmith, 1981), more recently this 
research has itself been criticised due to the questionable nature of the data 
analysis (see Peplau, Garnets, Spalding, Conley and Veniegas, 1998). Indeed, 
despite the lack of evidence supporting a link between male homosexuality and 
attachment to one’s mother, researchers have consistently found that the 
relationship between fathers and their gay or bisexual sons tends to be distant, 
suggesting that the perceived closer relationship between a gay or bisexual man 
and his mother may be a reaction to the loss of closeness with his father (Bene, 
1965; Isay, 1987; Boxer and Cohler, 1989).
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Additionally, given that similar patterns of familial relationships were 
reported by Olweus (1993b) among victims of bullying, it would be impossible to 
differentiate between those potential personality traits associated with bullying 
behaviour, and those that were associated with the sexual orientation and/or 
family background of participants. To this end, it seemed likely that the inclusion 
of measures associated with personality or the individual characteristics of victims 
of homonegative bullying would have a confounding influence upon the data, and 
would not necessarily provide any useful insights into why a young person was 
bullied - especially since the criteria for inclusion in the study had already be 
determined (i.e. that they had been bullied at school because of the actual or 
perceived sexual orientation).
Finally, for participants in this study, the presence or absence of a long­
term partner was felt to be an important factor in understanding aspects of their 
social development. As Gilmartin(1987) pointed out, those men who participated 
in his study had experienced few (if any) platonic relationships with members of 
the opposite sex, and had never had an intimate relationship. He suggested that 
experiences of victimisation in school would teach children to ‘associate peer 
group (people) sociability with negative feelings of displeasure and anticipatory 
anxiety’, thus increasing the likelihood of them following a solitary existence (p. 
486). If this were the case, one would expect to find a negative correlation 
between the severity of bullying experienced in school and the number of intimate 
and casual sexual partners participants had enjoyed. As a result, an index of their 
current and past relationship status was included in the survey instrument to 
allow for comparison.
Choice and description of research instruments
Bullying at school questionnaire (See Appendix 3)
The primary measure of bullying in schools used in this study was that developed 
by Professor Dan Olweus for his national study of children’s bullying behaviour 
in Norway (see Olweus, 1991). Given that this questionnaire has been used in 
various forms by researchers in the United Kingdom, Canada, the Netherlands, 
Sweden, Spain, Portugal, Italy, Ireland and Japan (see Olweus, 1994; Smith and
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Sharp, 1994), it was considered to be an appropriate measure to use, thus 
allowing for comparison with other research data on the nature and frequency of 
bullying behaviour in school.
According to Smith and Sharp (1994), this questionnaire has shown 
satisfactory test-retest reliability, with composites of 3-5 self-report bullying 
items correlating between .40 and .60 respectively (see Olweus, 1994). It has also 
shown a reasonable degree of concordance with peer nomination measures with 
Perry, Kusel and Perry (1988) reporting a coefficient of .42, and Olweus (1977) 
reporting coefficients ranging from .62 to .68 based upon students' proportional 
estimates of bullying behaviour in their class. In addition, the version used by 
Whitney and Smith (1993) has been shown to be sensitive to both age and gender 
differences in types of bullying behaviour experienced in school, and it has also 
been shown to have a reasonable degree of concordance when compared to other 
measures of bullying with kappa coefficients ranging from .20 to .48 (see Rivers 
and Smith, 1994).
The version used in this study (based upon that described by Whitney and 
Smith, 1993) consisted of 32 single- or multiple-response items, 28 of which were 
specifically concerned with experiences of bullying behaviour at school. Unlike 
previous versions of the questionnaire which asked school pupils to recount 
experiences of bullying during the current or recent term (see Olweus 1991, 
Whitney and Smith, 1993), participants in the study were asked to give an 
account of their bullying experiences in both primary and secondary school. They 
were asked to estimate when the bullying first started, their age at the time and its 
duration (in terms of years and months). Furthermore, following analysis of the 
pilot study data, responses to questions relating to the nature and location of 
bullying were extended (see Appendix 2). For example, in response to the 
question, ‘Can you tell me how you were bullied in school?’, participants were 
given 11 options (comparable studies using variations of Olweus’ questionnaire 
have offered between 4-8 options):
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1 I wasn’t bullied at school 6 no one would speak to me
2 I was called names e.g. 7 rumours were spread about me
8 I was ridiculed in front of
others
3 I was teased
9 I was sexually assaulted
4 I was hit or kicked
1 0 they took my belongings
5 I became frightened when a
particular person look in my 1 1 other (please specify)
direction
As an addendum to this question, participants were also asked to recount an 
experience of bullying which stood out in their mind.
In addition to the revisions outlined above, a further four items were 
included: one asked participants to estimate the number of times they had played 
truant or feignedillness in order to stay away from school using a 1-5 scale (1 = 
Never and 5 = Several Times a Week); the remaining three items focused upon 
whether or not participants had contemplated hurting themselves or taking their 
own lives as a direct consequence of being bullied at school, if  they had actually 
attempted to hurt themselves or take their own lives, and the number of times this 
had occurred.
For this study, the test-retest reliability of the questionnaire was assessed 
by asking a sub-sample of participants to complete the questionnaire at two time 
points. Between 1994 and 1996, 114 of the 190 participants who had taken part 
in the first survey received second copy of the bullying in schools questionnaire 
some 12-14 months later. Of that number, 73 questionnaires were returned (64%), 
13 of which were spoiled or incomplete. The responses from the remaining 60 
participants were then compared. Seventeen key questions were examined to 
assess the stability of participants’ recollections across time (see below). 
Questions were clustered into three categories: (i) age and time frame factors (e.g. 
age when bullying started and its duration); (ii) incident/event recall (e.g. type, and 
location of bullying); and (iii) recollections of social support (e.g. number of 
friends, seeking support from teachers or someone at home).
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Reliability analysis consisted of five statistical procedures (each outlined 
below). In addition to Pearson product-moment correlations (r) and in accordance 
with Everitt and Hay’s (1992) recommendation for assessing the reliability of two 
observed scores, participants’ estimates of age and time frame factors (age when 
bullying started, duration etc.), were assessed using intra-class correlations (r,) 
comparing both the means and variances between observations.
Phi (0) correlations were used where participants were able to indicate
more than one response to questions such as ‘Can you tell me how you were 
bullied at school?’ and ‘Where were you bullied?’ with each item being coded 0 or 
1. The application of phi not only allowed for a much more detailed consideration 
of bullying experiences item by item (rather than relying upon composite scores 
methods used by previous researchers), it also allowed me to control for the 
imbalance between men and women in this study as well as reported gender 
differences in types of bullying behaviour experienced at school (see Rivers and 
Smith, 1994). Kendall’s tau (t ) was used to assess the constancy of participants
recall on a number of ordinal scales where they were able to circle only one 
response (e.g. ‘How often were you bullied at school?’). Wilcoxon matched-pairs 
signed-ranks tests were preferred where the data did not lend itself to Kendall’s 
tau or Spearman’s rho (rs) (e.g. ‘How many pupils bullied you?’), and they 
provided an index of the degree to which participants’ responses varied between 
times 1 and 2 (see Bryman and Cramer, 1997).
i) Age and time frame factors. Participants responded to four background 
questions which asked them to indicate the age at which they first ‘knew’ they 
were lesbian, gay or bisexual, the age at which they disclosed their sexual 
orientation to others (‘came out’), their age when they were first bullied at school 
because of their actual or perceived sexual orientation, and for how long (i.e. 
years/months) they were bullied (see Table 3 overleaf).
As Table 3 illustrates, Pearson product-moment correlations followed by 
Intra-class correlations indicated that participants tended to recall milestone
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events in their lives with great accuracy such as ‘coming out’ (r [55]- .79, p  < 
.001; rj = .78), and the age at which they recall first being bullied because of their 
actual or perceived sexual orientation (r [60]= .38, p  < .05; r, = 36). They were 
also found to be consistent in their estimates of the duration (r [60] = .43./? < .01; 
n  = .33) of such behaviour. However, analysis of the ordinal responses relating to
the frequency of such behaviour using Kendall’s tau ( t  ) indicated that they were 
not consistent in estimating whether they were bullied occasionally, once a week 
or several times a week ( t  [60]= .21, ns). Similarly, participants were found to be
inconsistent in terms of gauging when they first knew they were lesbian, gay or 
bisexual (r [60]= .11, ns\ r, =. 07) with estimates ranging from a mean of 11.8 
years when first surveyed to 14.5 years 12-14 months later.
TABLE 3: Age and Time Frame Factors: Mean Scores Between Times 1 and 2
Question Time 1 Time 2 L li
1) At what age did you know you 
LGB?
1 1 . 8  yrs 14.5 yrs . 1 1 .07
2) At what age did you ‘come out’? 19.3 yrs 2 0 . 0  yrs 7 9 *** .78
3) How old were you when the 
bullying started?
1 0 . 0  yrs 1 1 . 2  yrs .38* .36
4) For how long did the bullying 4.9 yrs 5.4 yrs 4 3 ** .33
continue at school?
Note: Pearson’s r  significant at * p  < .05, * * p <  .01, ***p  < .001
ii) Incident/event recall. For questions relating to the age and number of 
perpetrators of bullying behaviour, participants were given a series of options and 
were asked to indicate which of those best described their experiences of school. 
Wilcoxon matched-pairs signed-ranks tests indicated that there were no significant 
differences in the responses of participants between times 1 and 2 in terms of 
recalling the age or year group of the perpetrators) (z [60] = -.85, ns) or their 
number (z [60] = -.01, ns).
In terms of recalling the specific nature and location of the bullying 
behaviour, two analyses were undertaken. Comparable with previous analyses of
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test-retest reliability, composite scores relating to types of bullying behaviour 
were constructed by calculating the total number of the types of bullying 
behaviour participants had experienced at school and then by comparing the two 
cumulative ‘scores’. A significant correlation was found in the number of 
experiences participants reported at 12-14 month interval {r [60]= .59, p  < .001; 
n  = .47). Similarly, cumulative scores relating to where such behaviour took place 
were also compared and this correlation co-efficient was also found to be 
significant (r [60]= .66,p  < .001; r, = .65).
In the second analysis, comparison was made between each type of 
bullying behaviour experienced by participants at school, and each location using 
phi (0) correlations.
As Table 4 (overleaf) illustrates, significant phi correlation co-efficients 
were found for the majority of behaviours identified in the questionnaire. 
Particularly significant correlations were found in relation to recollections of theft 
(<j) .58), being hit or kicked (0 .54), and being frightened by a particular person’s
look or stare (0 .48). All significant at /? < .001. Interestingly, issues such as 
teasing (tj) .23) and rumour mongering (0 .21) were not recalled with any 
consistency (p > .05).
In terms of location, significant phi correlation co-efficients were found for 
all comparisons excluding the option ‘Other’ ($ .02). Recollections of bullying
taking place in the school yard (0 .52), changing rooms (0 .51) and on the way 
home (0 .51) were particularly significant (p < .001), suggesting that these were 
the primarily locations for such behaviour.
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TABLE 4: Event/Incident Recall: Type of Bullying Behaviour
Question Phi Co-efficient
1) Can you tell me how you were bullied at school?
I was called names 
I was teased 
I was hit or kicked
I became frightened when a particular 
person looked in my direction
No one would speak to me
Rumours were spread about me
I was ridiculed in front o f others
I was sexually assaulted
They took my belongings
Other
2) Where were you bullied?
In the corridors 
In the classroom 
In the school yard 
In the changing rooms 
On the way home 
Other
.28*
.23
.54***
4g***
.32*
.21
4 3 ***
.29**
.58***
42***
.38**
42**
.52***
.51***
.51***
.02
Note: Pearson’s r  significant at * /? < .05, ** p <  .01, *** p  < .001
iii) Recollections of social support. The third category of recollection - 
social support - related to whether or not participants recalled seeking advice or 
support from others (e.g. teachers or someone at home) and whether or not they 
recalled having one good friend or a groups of friends at school. Similar to 
incident/event recall, only a limited number of options were provided by the 
questionnaire (see Appendix 3). With respect to seeking support from teachers, 
correlation co-efficients were not found to be significant at a 12-14 month interval 
in terms of participants recalling whether or not they had told a teacher ( t  [60]=
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.18, ns), if they had revealed ‘why’ they were being bullied (i.e. because of their 
actual or perceived sexual orientation; t[60]= .09, ns), and what had happened as
a result of telling/not telling a teacher; t  [60]= .01,  ns). However, a much more
consistent picture emerges when considering reports relating to telling someone at 
home about being bullied. Significant correlations were found with respect to 
participants recollecting whether or not they had told someone at home about 
being bullied ( t  [60]= .26, p  < .04), and what had happened as a result of
telling/not telling ( t  [60]= .27, p  < .05), however, they were inconsistent in 
reporting whether or not they had told someone at home why they were being 
bullied ( t  [60]=. 05, ns).
When participants were asked to assess the number of friends they had at 
school when they were being bullied, comparison between data gathered at times 1 
and 2 indicated that they were able to recall the number of friends they had at the 
time with considerable consistency ( t  [60]= .68, p  < .001; modal responses at 
times 1 and 2 - two or three good friends)-, they also tended to recall being left 
alone in the school yard or playground a great deal ( t  [60]= .55, p  < .001; modal 
responses at times 1 and 2 - several times a week).
As the results indicate from the reliability analysis, generally there was a 
great deal of consistency in terms of participants’ recollections between times 1 
and 2 suggesting that, on the whole, their memories of school bullying remained 
relatively stable. It is also interesting to note that the co-efficients for the Pearson 
Product-Moment and intra-class correlations for the composite scores relating to 
types of bullying behaviour were at a considerable degree of variance in this study 
(.59 and .47 respectively). This would seem to suggest that composite scoring 
procedures are suspect, and may be an inappropriate guide to the test-retest 
reliability of the questionnaire. (A full discussion of the findings from the study of 
test-retest reliability is given in Chapter 4, pp. 238-244).
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Child and adolescent experiences questionnaire (Appendix 4)
In this questionnaire, participants were asked to answer 6 items relating to social 
experiences in childhood and adolescence. Items included questions such as, ‘Who 
did you spend your free time with after school and during summer holidays?’, 
‘How did you spend your free time?’ and, ‘If I asked you to give me a general 
impression of how you felt when you were a teenager, what would that 
impression be?’ Answers to these questions were given using a multi-response 
scale which was based upon interview data gathered during the pilot study. For 
example in response to the question ‘Who did you spend your free time with after 
school and during the summer holidays?’, participants could circle one of the 
following statements:
1 I spent most of my free time alone
2 I spent my free time with one friend
3 I spent my free time with a small group of friends
4 I spent my free time with many friends
One item asked participants to speculate whether or not they felt their 
teenage years could have been better if they had been different (e.g. heterosexual) 
and the remaining items asked participants to indicate at what age they had their 
first sexual experience with a member of the same and opposite sex (if applicable), 
whether or not it involved genital contact, and whether they were a willing 
participant.
Relationships questionnaire (Appendix 5)
This questionnaire consisted 10 items which asked participants about their 
personal relationships with members of the same-sex. In particular, participants 
were asked to indicate whether or not they were in a long-term relationship at the 
time they completed the questionnaire and how long they had been with their 
partner. They were also asked to estimate the number of sexual partners they 
have had (both casual and long-term), how long their relationships tend to last, 
and how long they would expect any future relationship(s) to last.
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Three items looked specifically at the attributions and concerns of 
participants about their relationships. Questions focused upon whether or not 
participants felt more confident when they were in a relationship, whether or not 
they constantly worried about their partner leaving them, and whether or not the 
same types of problems had arisen within different relationships. (They were also 
asked to specify the type of problem[s] that arose, what they thought the cause 
of the problem[s] was/were, and why).
Life skills and experiences questionnaire (see Appendix 6)
This questionnaire was subdivided into two sections: employment and 
qualifications, and experiences of bullying or harassment at work. In the first 
section which consisted of 4 items, participants were asked to describe their 
current occupation and employment situation, whether or not they worked full­
time, part-time, freelance or seasonal, and the number of formal (academic) 
qualifications they had obtained. In addition, they were asked to describe any 
skills or potential skills they felt they had, whether or not they had been given an 
opportunity to use them, and if they felt there had been anything stopping them 
from developing these skills to their full.
In the second section (14 items), participants were asked to indicate 
whether or not they had been bullied/harassed at work or college/university. 
Questions were very similar to those asked in the school bullying questionnaire 
(see above) with appropriate changes in terminology. For example, in response to 
the question, ‘Where did the bullying take place?’, the following responses were 
offered:
1 I haven’t been bullied/harassed
2 in the corridors
3 in the offices/work areas
4 outside (e.g. grounds, carpark)
5 in the lavatories/changing rooms
6 going to and from home
7 other (please specify)
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Similarly, in response to the question, ‘Who was it that bullied or harassed 
you?’, the options included:
1 I haven’t been bullied/harassed,
2 mainly my co-workers/colleagues
3 mainly my manager(s)/supervisor(s) 
or others in authority
4 mainly co-workers I manage/supervise
The decision to structure this questionnaire using the same format as the 
bullying in schools questionnaire was taken for two specific reasons. Firstly, at 
the time the research measures were being collated there had been no systematic 
quantitative investigation of homonegativism in the work place or at 
university/college using a standardised questionnaire which would allow for 
comparison with other studies of bullying or harassment. (This was felt to be an 
important factor as Olweus [1993b] found no association between experiences of 
bullying in school and adult bullying). Secondly, apart from changes in 
terminology, participants would be familiar with the instructions relating to the 
completion of the questionnaire and, therefore, would be able to work quickly.
Although this questionnaire also asked participants about their current 
occupation and academic qualifications, as previously stated it also asked 
participants to identify alternative or informal skills demonstrating any additional 
‘potential’ which would not normally show in a résumé of academic 
qualifications. If, as Hunter and Schaecher(1987) argued, school failure is a feature 
of long-term victimisation, then using academic qualifications solely as an index of 
achievement would potentially alienate those participants who did not complete 
their formal education and, perhaps, increase the rate of morbidity in the study. 
However, if participants mentioned any alternative skills or potential, they could 
then be asked whether or not they had utilised these skills on either an informal or 
voluntary basis, and what, if anything, they felt had prevented them from 
developing these skills further. This would enable me to gaina holistic picture of 
the abilities of participants.
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Pinto and Hollandworth’s possessiveness scale was included in this study to 
assess the quality of the relationships participants enjoyed with their same-sex 
partners. As Gilmartin (1987) had shown in his retrospective examination of 
severe love-shyness in heterosexual men who had been victimised in school, social 
interaction in adulthood was associated with ‘painful anticipatory anxiety 
feelings’ (p. 483). In addition, Kurdek (1993) has argued that the quality and 
success of lesbian and gay relationships is based not only upon a degree of 
interdependence but also an ability to resolve disputes and issues of power 
successfully. It was hypothesised that where participants had formed 
relationships, issues of interdependence and dispute resolution would be 
adversely affected by their experiences of bullying at school. Furthermore, after an 
initial period of limerence (partners’ absorption with each other), attempts to 
retain past friendships and a degree of independence would be received negatively 
and would have an impact upon the quality and potential longevity of a 
relationship.
Given that Gilmartin (1987) found a correlation between victimisation at 
school and failure in intimate relationships, it was felt necessary to explore this 
link further. Concomitantly, in his study he intentionally excluded those men 
whom he perceived to be homosexual or bisexual reducing the size of his sample 
by some 13%. Thus, the inclusion of a measure of possessiveness would not only 
offer an insight into the nature of participants’ relationships with their partners, it 
would offer an indication of whether or not issues such as mutual independence 
had been successfully resolved. Furthermore, as no data currently exist on 
whether possessiveness is a feature of same-sex relationships generally, or in 
relationships where one or other partner has been the victim of persistent 
intimidation over a number of years, it offered an opportunity to examine an area 
of enquiry that had been excluded from previous research.
In terms of test validation, Pinto and Hollands worth (1984) report that 
their scale shows good test-retest reliability at both 2 weeks (.80) and 8 weeks
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(.85) and good construct validity (correlations with measures of dependency and 
romantic love were significant at p  < .01 and p  < .05 respectively). They also 
report that the scale has good concurrent validity based upon a comparative 
analysis of therapist case notes and possessiveness scale scores for 31 clients 
referred to a community mental health centre over a period of three months.
The scale consists of 21 statements such as, T would encourage my 
partner to make new friends’ or, ‘When we are apart, I would feel unloved and 
lonely’ and participants were asked to indicate how they did or would react/feel in 
a relationship using a 5 point Likert-type scale (A = Never; B = Not often; C = 
Sometimes; D = Often; E = Always). Each item was then scored from 1-5 (A = 1 
and E = 5) with 9 items being scored in reverse. A total score for possessiveness 
within intimate relationships was obtained by adding the scores for each item.
The Psychiatric Epidemiology Research Interview (PERI) Life Events Scale 
(Appendix 8)
As I noted in chapter 2 (p. 77), in their study of recovery and resilience among 
Vietnam war veterans. King et al (1998) did not consider the impact of positive 
as well as negative life-events upon affective state and coping potential. In this 
study, to determine whether scores on other measures were affected by recent 
events in the lives of participants, they were asked to complete a revised version 
of the Psychiatric Epidemiology Research Interview (PERI) Life Events Scale (see 
Dohrenwend et a l, 1978). This scale was favoured over the Social Readjustment 
Rating Scale (SRRS) of Holmes and Rahe (1967) because the authors recognised 
that positive and negative life events would have a differential effect upon an 
individual’s affective state. As Dohrenwend et al point out, the SRRS does not 
take into consideration whether any of the 43 life-events listed in the scale will 
have a positive effect upon an individual, and it assumes that all such events will 
have a negative outcome: ‘The greater the magnitude of life change (or life crisis), 
the greater the probability that the life change would be associated with disease 
onset’ (Holmes and Masuda, 1974 p. 68). Additionally, the expanded SRRS by 
Paykel, Prusoff and Uhlenhuth (1971) has been criticised by researchers on the 
grounds that 32 of the 61 life-events are often ‘the symptoms or consequences of
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illness’ (see Hudgens, 1974, p. 131). Consequently, for the purposes of this 
study, by separating out both positive and negative life events using the PERI 
Scale, it would be possible to determine whether high or low scores of negative 
affect could be accounted for by factors other than discrimination.
Dohrenwend et al (1978) acknowledge that there are a number of technical 
weaknesses in their scale, but they argue that these weaknesses are more apparent 
than in other scales of life events (e.g. Holmes and Rahe, 1967; Paykel et a l, 
1971) due to the methodological rigour they applied in its construction. In 
particular, they point to that fact that the scale was focused primarily at an urban 
population, and the disparity in judges’ ratings of life events reflected this. 
Secondly, the authors suggest that their scale is not universal or timeless and 
requires revision accordingly. Indeed, in their analysis they note that ratings were 
also affected by the gender, socio-economic status and ethnic background of 
judges. However, despite these weaknesses, they suggest that the PERI Scale does 
provide an improved index of stressful life events.
The scale consists of 10 subsections which identify both positive and 
negative life experiences (102 items in total). The 10 subsection are as follows: 
school/college/university, work and employment, personal relationships, having 
children, family issues, residence, crime and legal matters, personal finances, social 
activities and events, general issues and health-related issues.
Several items on the scale were altered in order for the scale to be relevant 
to a British sample. For example, in the residence section, the item ‘Renovated a 
home’ was replace with ‘Redecorated a home’. Similarly in the section on 
personal finances, the term ‘foreclosure’ was replaced with the term 
‘repossession’. Items relating to marriage were also revised to take into account 
the fact that, in the United Kingdom, marriagebetween two members of the same- 
sex remains illegal. Thus, the item ‘Married’ was changed to ‘Made a long-term 
commitment to a partner (e.g. marriage or equivalent)’, and ‘Divorce’ was changed 
to ‘Ended long-term relationship (e.g. divorce or equivalent)’. A further three 
items were added to the subsection on health related issues: ‘Underwent medical
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tests’, ‘Diagnosed as having a serious illness’, and ‘Completed treatment for an 
illness or injury’. The first two (negative) items ‘Underwent medical tests’ and 
‘Diagnosed as having a serious illness’ were included as a discreet index to 
determine whether or not a participant had experienced a recent health concern 
which would significantly affect their scores on other measures (e.g. depression or 
anxiety). The third (positive) item ‘Completed treatment for illness or injury’ 
may have also affected scores on other measures as a participant may have come 
to the end of a period of medical treatment (short- or long-term) which would not 
show on the PERI Life-Events Scale. Indeed, in some instance a participant may 
have been diagnosed as a having a serious medical condition or undergone tests and 
have completed the cycle of treatment within the space of a calendar year. In such 
a situation, the inclusion of the third item acted as a potential counter-balance for 
the latter of the other two items.
Given the technical weaknesses in the scale identified by Dohrenwend et 
al (1978) (see above), particularly the disparity in judges' ratings in the order of 
magnitude of certain life-events, and the fact that Rahe (1974)2 has argued that 
where participants are drawn from the same population, scores for weighted and 
unweighted life-events tend to be highly correlated, scores were derived from the 
PERI Life-Events Scale by adding up the total number of positive and negative life 
events each participant had experienced in the last year with each event receiving a 
weighting of T  (see Wainer, 1976)3 .
Multiple Affect Adjective Check-List - MAACL (Appendix 9)
Comparable with Frable et aids (1998) study, Zuckerman and Lubin’s (1965) 
Multiple Affect Adjective Check-List (MAACL) was included in the survey 
material as a measure of negative affect. Although Olweus (1993) had used Beck’s
Rahe (1974) found that where a sample is derived from a homogenous population the 
correlation between weighted and unweighted life-events scores is .89
Wainer (1976) suggests that measures where there are differentially weighted items do not 
necessarily give better predictions than other measures where each item receives a 
weighting of ‘ 1 ’
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depression inventory (BDI) (see Beck, Ward, Medelsohn, Mock and Erbaugh, 
1961) in his study of the long-term consequences of peer victimisation, it was felt 
to be inappropriate in this instance for several reasons. Firstly, the BDI is not 
opaque, it consists of a number of emotive or anxiety provoking statements such 
as, ‘I hate myself and ‘I feel I am a complete failure as a person’. On the other 
hand, the MAACL consists of a 132 adjectives (e.g. ‘active’, ‘cautious’, ‘frank’, 
‘irritated’, ‘outraged’ and ‘wild’) which do not lend themselves easily to 
interpretation by participants. Given that questionnaires would be completed by 
participants at home and then returned by post without immediate debriefing by 
either myself or a supporting counsellor or therapist, it was necessary to ensure 
that as little distress as possible would be caused by any of the survey 
instruments. Secondly, the construction of a ‘score’ for the MAACL is not as 
discernible to participants as the method of scoring for the BDI. The MAACL 
requires the researcher to use a key, whereas items on the BDI are scored using a 
0-3 scale which appears on the questionnaire itself as following example 
illustrates:
0 I don’t have any thoughts of killing myself
1 I have thoughts of killing myself, but I would not carry them out
2 I would like to kill myself
3 I would kill myself if I had the chance
Thirdly, whereas the BDI can only be used as a measure of depression, the 
MAACL offers three inter-related measures of negative affect: depression, anxiety 
and hostility. Therefore, unlike Olweus’ (1993) study, no additional measures of 
social anxiety or aggressive inhibition were necessary, thus reducing the number of 
questionnaires sent to participants. Finally, the MAACL takes only 2-3 minutes 
to complete which is slightly less time than the BDI.
Measures of test validation show that the MAACL has good internal 
consistency when used with non-psychiatric patients - the Cronbach alpha (a)
coefficients for levels of depression, anxiety and hostility were .92, .79 and .90 
respectively (Zuckerman and Lubin, 1965). Furthermore, in terms of test-retest
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reliability Zuckerman, Lubin, Vogel and Valerius (1964) found that among their 
sample of college students, the group means for affective states remained 
relatively stable across time. Similarly, among psychiatric patients, Tolor and 
Mabli (1965) found little change in group mean scores. For the purposes of this 
study, the normative data supplied by Zuckerman and Lubin (1965) was 
discarded, and three ‘new’ comparative data sets were collected over a two year 
period from a sample of undergraduates attending 4 British universities (see pp. 
212-213).
The MAACL consists of 132 adjectives which participants are asked to 
‘tick’ or ‘check’ (✓) if they reflected how they felt when they completed the 
questionnaire. Each of the affective scales was scored according to whether 
participants had ‘ticked’ the plus (+) items or left blank the minus (-) items. 
Scores for all three scales were calculated by adding all the plus items ticked with 
all the minus items left blank.
Only one alteration was made to the MAACL in this study. The adjective 
‘gay’ was replaced with the synonym ‘lively’ as a minus item in the depression 
scale.
Revised Homosexual Attitudes Inventory - RHAI (Appendix 10)
Where participants’ experiences of being bullied at school had been persistent and 
had continued over an extended period, it seemed likely that many may have 
developed a negative image of themselves and their own homosexuality or 
bisexuality, or homosexuality or bisexuality in general and, would be less willing 
to disclose their sexual orientation to others - features often described as 
'internalised homophobia’ or Internalised homonegativism \ This hypothesis was 
supported by comparative research from the United States where a relationship 
was found between experiences of homonegativism, a fear of disclosure and low 
self-esteem among lesbian, gay and bisexual youth (Hershberger and D’Augelli, 
1995; Pilkington and D’Augelli, 1995). In addition, among older lesbians and gay 
men, Reid (1995) has suggested that recurrent experiences of societal intolerance 
towards homosexuality together with a lack of appropriate support networks has
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resulted in many lesbians, gay men and bisexual men and women becoming 
increasingly isolated or distant from the gay community, living in fear for their 
personal safety.
In order to assess issues of self-image, fear of disclosure and general 
attitudes towards homosexuality and bisexuality, a revised version of the 
Nungesser’s Homosexual Attitudes Inventory (RHAI) was used (Nungesser, 
1983; Shidlo, 1992). Both the Nungesser (NHAI) and Shidlo (RHAI) versions 
were devised to measure internalised homonegativism in gay men however, as well 
as giving a global score, Shidlo divided his version into three sub-scales: (i) self - 
personal homonegativity, (ii) other - global homonegativity, and (iii) disclosure.
Shidlo’s (1992) version of the Homosexual Attitudes Inventory was 
favoured over that of Nungesser (1983) and another published scale the ARIH 
(AIDS-Related Internalised Homonegativity Scale) on a number of criteria. 
Firstly, and as previously stated, whereas Nungesser’s version only offered a 
global score for internalised homonegativism, Shidlo’s version incorporated three 
subscales, allowing for a much more detailed analysis of participants’ attitudes 
towards their homosexuality or bisexuality and homosexuality or bisexuality in 
general. Secondly, Shildo’s extended version (the RHAI) included 6 additional 
items relating to levels of personal homonegativity - a key measure in this study. 
Thirdly, Shildo’s comparative scale, the ARIH focused specifically upon issues 
associated with HIV/AIDS and personal identity (see Shidlo, 1994). Although 
participants’ concerns about HIV/AIDS would undoubtedly feature in the study, 
such concerns were not being assessed directly, and therefore a more generalised 
measure of internalised homonegativism was felt to be more appropriate.
Several empirical studies have shown that both Nungesser’s (1983) and 
Shidlo’s (1992) versions of the Homosexual Attitudes Inventory have good face, 
content and construct validity (see Shidlo, 1994). Both versions obtained 
moderate to good measures of internal consistency for the total NHAI and RHAI 
(Nungesser a  = .94; Shidlo a  = .82) with the subscales ranging from .68 to .93
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(Shidlo, 1992). The RHAI also shows good concurrent validity with other 
measures of internalised homonegativism with correlation coefficients ranging 
from .59 to .70 (all significant at p  < .001) (see Alexander, 1986; Sbordone, 1993; 
Shidlo, 1992). The total RHAI was also found to correlate significantly with 
measures of depression with coefficients ranging from .37 to .41 {p < .01) (see 
Shidlo, 1994).
For this project, several syntactical revisions were made to Shidlo’s 
version of RHAI to make it applicable to lesbian and bisexual women and, as a 
result, two items which related specifically to gay men were removed. 
Consequently, scores for internal consistency for the version of the RHAI used in 
this study were again calculated using the data gathered from a sample of 116 
lesbian, gay and bisexual adults (see p. 212) who were members of either lesbian, 
gay and bisexual community groups or university lesbian, gay and bisexual 
student associations in the United Kingdom. The Cronbach alpha coefficient for 
the total RHAI was found to be moderate to good (a = .86) and the coefficients
for subscales ‘self, ‘other’ and ‘disclosure’ were found to be .80, .71 and .78 
respectively. The total RHAI was also found to correlate significantly with the 
Multiple Affect Adjective Check-List (MAACL) scale for depression (r [85] = 
•44,/?< .001).
Each item in the RHAI is scored on a Likert-type scale. Nungesser’s 
(1983) original version of the inventory was scored on a 5-point scale (SD = 
Strongly Disagree; D = Disagree; N = Neutral/No Opinion; A = Agree; SA = 
Strongly Agree). Shidlo’s (1992,1994) RHAI was scored on a 4-point scale (1 = 
Strongly Disagree; 2 = Mainly Disagree; 3 = Mainly Agree; 4 = Strongly Agree). 
Both versions employed reverse scoring for some items. For this study, 
Nungesser’s 1-5 point Scale was used (SD = 1 and SA = 5).
i) Subscale ‘self - personal homonegativity. The subscale labelled ‘self 
focuses upon the individual’s acceptance of his/her own homosexuality. Items 
included statements such as, T am happy to be Lesbian/Gay’ and, ‘Whenever I
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think about being Lesbian/Gay, I feel critical about myself. In the original 
inventory devised by Nungesser (1983) this subscale consisted of 9 items only, 
however, Shidlo’s (1992) revision extended the subscale incorporating a further 6 
items. For this study Shidlo’s revised version has been used.
ii) Subscale 'other’ - global homonegativity. The subscale ‘other’ focused 
upon participants’ general attitudes towards homosexuality. In both the 
Nungesser (1983) and Shidlo (1992) versions, this subscale consisted of 10 items 
including statements such as, ‘Homosexuality is not as satisfying as 
heterosexuality’ and, ‘Marriage between Lesbians/Gay men should be legalised’. 
In this study, 1 item was removed which focused specifically upon the sexual 
behaviour of some gay men: ‘Adult homosexual males who have sex with boys 
under eighteen years of age should be punished by law’. Shidlo (1994) reports 
that the inclusion of this item ‘conceptually confounds with other constructs too 
much (e.g. whether or not adults should be penalised for having sex with minors)’ 
(p. 200), and thus he recommended its removal. In addition, in his survey of 
psychosocial correlates of AIDS related health behaviour in gay men, he found 
that the internal consistency and reliability of the RHAI remained high (.90) when 
this item is removed (see Shidlo, 1992).
iii) Subscale disclosure. This subscale consisted of 14 items and focused 
upon whether or not participants felt comfortable about disclosing their sexual 
orientation to others and included statements such as, T would not mind if  my 
boss/manager knew I was Lesbian/Gay’ and ‘If my heterosexual friends knew I 
was Lesbian/Gay, I would feel uncomfortable’. 1 item was also removed from this 
scale: ‘When women know of my homosexuality, I am afraid they will not relate 
to me as a man’ as it was felt that this statement could not be reversed and made 
applicable to lesbian and bisexual women adequately.
Post-Traumatic Experience Questionnaire - PTEQ (Appendix 11)
To assess whether or not participants continued to be affected by their 
experiences of being bullied at school, they completed a 24 item index of 
symptoms associated with post-traumatic stress disorder [PTSD]. This
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questionnaire was constructed using the diagnostic criteria specified by the 
American Psychiatric Association (1987, 1994). It was favoured above other 
measures of PTSD for the following reasons. Firstly, it was not the intention of 
this study to diagnose PTSD directly by obtaining a global score for responses to 
all 24 items; rather the intention was to determine whether or not certain 
individual features of the disorder had been or continued to be experienced by 
participants (e.g. nightmares, flashbacks, panic attacks etc.). Secondly, 
participants were asked to respond only if they could associate various features 
of the disorder directly with experiences of school (e.g. nightmares about being 
back at school, avoiding situations/events which reminded them of school, taking 
alcohol, prescription or non-prescription drugs to help them cope with memories 
of school). As a result, this questionnaire allows for a much more detailed picture 
of the long-term effects of bullying in school when compared to other scales 
which feature only one or two aspects of the disorder (see Horowitz, Wilner and 
Alvarez, 1979). Thirdly, it was favoured over both Hammarberg’s (1992) self- 
report measure for PTSD (the PENN Inventory) and Saunders, Arata and 
Kilpatrick’s (1990) scale because they are specifically designed to measure the 
continued presence of PTSD symptoms on a weekly basis post diagnosis. 
Finally, the PTEQ asks participants to estimate the number of months and/or 
years they have experienced various symptoms associated with PTSD and the 
frequency with which they occur each week. Thus, where multiple symptoms are 
reported occurring frequently and extending over lengthy period (in the study at 
least six months or more), a strong case for identifying PTSD as a long-term 
consequence of bullying or harassment could then be made.
In terms of both face and content validity, the PTEQ may be considered a 
good indicator of the presence of symptoms of PTSD in participants as it adheres 
closely to the diagnostic criteria set out by the American Psychiatric Association 
(1994). However, factors such as pre-existing psychopathological conditions have 
also been found to correlate with the onset of the disorder, and although no 
measures of underlying psychopathology were used in this study, participants 
who reported a history of mental illness were not included in the analysis.
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In terms of construct validity both depression and anxiety have been 
found to be common features associated with the onset of PTSD (American 
Psychiatric Association, 1987) and, in this study, scores for the total PTEQ were 
found to correlate significantly with the Multiple Affect Adjective Check-List 
(MAACL) scales for depression (r [113] = .31, p  < .001) and anxiety (r [113] = 
.27, p  < .004). Estimates of concurrent validity with other measures of PTSD 
were not undertaken at the time.
The Cronbach alpha coefficient for the total PTEQ was found to be good 
(a = .90) and the coefficients for subscales ‘recollection’, ‘associative features’ 
and ‘day-to-day events’ were .88, .71 and .83 respectively.
The PTEQ is divided into three sub-indexes (recollection, associative 
features and day-to-day events) which reflects the diagnostic categories specified 
by the American Psychiatric Association for PTSD (1987,1994).
i) Recollection. This index consisted of 5 items which focused upon 
whether or not participants persistently re-experienced one or more of the 
following: recurrent or intrusive thoughts relating to being bullied at school which 
caused them distress; dreams or nightmares; feelings of re-living the events; vivid 
recollections or ‘flashbacks’; and distress in situations which reminded them of 
school. Responses were recorded on two scales: frequency and duration. 
Estimations of the frequency of such experiences were indicated on a 1-5 scale (1 
= Never; 2 = Not Often; 3 = Sometimes; 4 = Often; 5 = Always). Estimations of 
the overall duration of these experiences were recorded on a 1-6 scale (1 = Never; 
2 = 0-6 months; 3 = 1-2 years; 4 = 2-3 years; 5 = 3-4 years; 6 = 5 years or more).
ii) Associative features. This index consisted of 7 items indicating a 
persistent avoidance of stimuli which were associated with experiences of school 
(avoiding social activities; poor recollection of events; difficulty or lack of interest 
in pursuing hobbies) or a numbing in general responsiveness to people or social
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situations (feeling like an outsider in social situations; difficulty in expressing 
emotion; despair). Responses were recorded on a 1-5 frequency scale (1= Never 
and 5 = Always).
iii) Day-to-day events. 12 items were included in this index which focused 
upon whether or not participants experienced the following persistent symptoms: 
difficulty in falling or staying asleep; irritability; difficulty concentrating; 
hypervigilence; exaggerated responses; physiological reactivity (e.g. perspiration) 
in situations prompting recollections of school; difficulty in expressing oneself; a 
feeling of losing control of one's life; wariness o f ‘new’ people or ‘new’ situations; 
and taking alcohol, prescription or non-prescription drugs to cope with memories 
of being bullied. Responses to these items were recorded on a 1-5 frequency scale 
(1= Never and 5 Always).
Interviews: rationale and description (Appendix 12)
The decision to undertake interviews with a small number of participants was 
taken very early on in the study. As I outlined in chapter 2 (pp. 95-98), both 
Fonagy et al. (1994) and Mason-Schrock (1996) have argued in favour of using 
personal accounts or narratives as a great deal can be learned about the nature of 
coping and resilience in the face of adversity or challenge. While the researchers 
have cautioned against asking participants to provide entire narratives without 
focus or direction, they have also maintained that the personal narrative is a useful 
and accurate tool, but only if questions are guided and focused towards particular 
episodes, events or relationships. Concomitantly, while Mason-Schrock’s study 
suggests that where the issue is one of identity transformation (be it in terms of 
gender, sexuality or social status) participants will ‘rewrite’ their ‘true self and 
make sense of past events or episodes in light of that revision (p. 190), ithas also 
been argued that it seems unlikely that such revisions impact upon the accuracy of 
recollection.
The areas covered in the interview were similar to those covered in the 
surveys: school, adolescence, work/college/university and personal relationships. 
However, whereas the data collected via the questionnaires offered a great deal of
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information relating to experiences of harassment and whether or not participants 
met the criteria for a range of affective disorders, it did not demonstrate how such 
experiences had affected the personal development of the individual, and how 
they continued to affect him/her on a daily basis. Furthermore, since this project 
focused upon homonegativism as a subset of bullying behaviour, a number of 
related issues also needed to be addressed which could not be covered adequately 
by a questionnaire. First of all, the fact that participants in this study were 
lesbian, gay or bisexual meant that they had faced a number of personal challenges 
in addition to those of bullied in school. Like the majority of lesbian, gay and 
bisexual adolescents and young adults they had to face up to the challenge of 
coming to terms with their own sexual orientation - sometimes without family or 
social support - and, more likely than not, they had also experienced many of the 
emotions associated with this critical period in development: fear, shame, guilt, 
anger and self-loathing (Buhrich and Loke, 1988; Gonsiorek, 1988; Slater, 1988; 
Shidlo, 1994). Some may have gone through a process of denial and may have had 
a number of unhappy or unfulfilling relationships with members of the opposite 
sex before accepting (both privately and openly) their same-sex orientation 
(Martin, 1982). Some may have sought the advice or support of doctors, teachers 
or, in some cases, priests and, dependent upon the advice given, this may have 
advanced or inhibited the process of self-identification as a lesbian, gay man or 
bisexual man or woman.
At an inter-personal level, participants may have gone through a process 
of disclosure or ‘coming out’ with family, friends and colleagues at work. Once 
again, this was likely to have involved several emotional upheavals which may not 
have been resolved for a number of years and, in some instances, not at all (see 
Borhek, 1988; Cramer and Roach, 1988; Kohn, 1991). Finally, the process of 
forming and maintaining lasting intimate relationships may have presented a 
number of challenges for the individual in terms of openly identifying as lesbian, 
gay or bisexual. In particular issues such as societal intolerance of homosexual 
relationships, family accord/discord and the lack of clarification surrounding the 
legal status of same-sex partnerships may have had a significant effect upon
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feelings of self-acceptance and self-worth (see Burbidge and Walters, 1981; 
Cramer and Roach, 1988).
As a method of data collection, the personal interview has a number of 
advantages over the structured questionnaire. As already indicated in the above 
paragraphs, it allows for a much more detailed analysis and interpretation of a 
participants’ life histories, conceptualising much of the data gathered via 
questionnaire, and offering an insight into the personal challenges they have 
encountered throughout their lives. Secondly, in a face-to-face interview situation 
the interviewer can establish a rapport and motivate the respondent to answer as 
fully as possible, prompting certain issues or clarifying vague or ambiguous points 
through the course of the conversation. Thirdly, the interviewer is able to provide 
emotional support for the interviewee when dealing with sensitive or painful 
issues; responding in a positive and effective way if the interviewee becomes 
distressed and suggesting strategies, organisations and resources they may wish to 
utilise to assist them resolve any outstanding issues.
Given the sensitivity of some of the material included in the interview 
schedule, and the fact that certain issues could cause distress to participants, 
questions were structured using a counselling interview technique devised by 
Coyle, Good and Wright (1994). According to Coyle et ah, this method ‘integrates 
the in-depth interviewing approach within a basic person-centred counselling 
framework’ (p. 2). It requires the interviewer to demonstrate a number of 
counselling attributes such empathy, genuineness and unconditional positive 
regard; accepting and valuing the person as they are at the time and not as one 
might wish them to be (Rogers, 1951). It also requires the interviewer to 
demonstrate a number of basic counselling skills: attentive listening, paraphrasing, 
reflecting, summarising and using open questions which invite elaboration rather 
than direct the focus of the conversation. Coyle et al. argue that if the interviewer 
can demonstrate these skills and convey attributes such as empathy and 
unconditional positive regard to the interviewee, ‘this may help establish an 
effective rapport and may increase the participant’s willingness to disclose 
sensitive information honestly and openly’ (p. 2).
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Notwithstanding, there are a number of disadvantages in using any form of 
personal interview as a research method. In the first instance, the establishment of 
a rapport between the interviewer and the interviewee can result in the interviewer 
influencing respondents who may then give invalid or socially desirable answers 
based upon their understanding of the nature and purpose of the study (see 
Anderson, Silver and Abramson, 1988). However, the use of a semi-structured 
interview schedule was considered the most appropriate way of reducing any 
interviewer effects by ensuring that all of the key questions asked would be 
phrased in an open and non-directive manner, restricting the chances of the 
interviewee giving a socially desirable answer. To this end, the interview schedule 
was reviewed twice by Dr. Adrian Coyle (re: Coyle et a l, 1994) in its 
construction stage and then piloted with the co-operation of two participants. It 
was then subsequently revised and once again submitted for review before data 
collection commenced.
A second disadvantage in using the interview is cost. As questionnaire data 
were collected from participants nationally, it was not feasible to conduct 
interviews each one due to resource constraints. As stated previously, a small 
research grant from the Froebel Educational Institute allowed for a limited number 
of interviews (14) to be undertaken in London and the South East. In addition, a 
further two participants who lived further afield were asked to submit an audio­
tape recording of their answers using an adapted version of the interview schedule 
which was sent to them. Although the latter method of collecting interview data 
was not desirable, those participants who submitted audio-tape recordings were 
asked to do so because of the unique nature of their life experiences.
Finally, it as been suggested that qualitative data collection techniques 
such as the personal interview do not lend themselves easily to objective analysis 
as they rely upon subjective interpretations of meaning on the part of the 
researcher rather than the elucidation of ‘facts’ from the data. Furthermore, 
Morgan (1996) has argued that because of the nature of qualitative data and the 
techniques used in its collection, replication by subsequent researchers is
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impossible and, as a result, it lacks methodological rigour. However, as Sherrard 
(1997) suggested, issues such as universal repeatability ignore the impact of the 
environment upon the individual. While there remains a great deal of debate 
concerning positivist and constructionist perspectives in applied research, within 
the context of this study, the use of the personal interview was deemed an 
appropriate tool for the following reasons. Firstly, the purpose of the interview 
was not to determine the degree to which experiences of bullying or harassment 
had affected participants according to a number of pre-determined hypotheses, 
rather its purpose was to illustrate the way in which participants interpreted their 
own experiences, and how they made sense of them within the context of their 
social world. Secondly, in the analysis of the interview transcripts, the decision 
was taken to use the grounded theory technique developed by Glaser and Strauss 
(1967) where hypotheses are generated by the data and not by the researcher (see 
below). Finally, the integration of both quantitative and qualitative methods 
allowed for the cross validation of the findings from both the questionnaires and 
the interviews, with each offering a perspective upon the other (Stevenson and 
Cooper, 1997).
The interview schedule used in this study consisted of four sections 
focusing upon different aspects of participants’ lives: school, adolescence, work 
or college/university and personal relationships. Each section of the interview was 
prefixed by a short discussion about the issues to be covered and offered 
participants the opportunity to raise any concerns they had about answering 
certain questions. Each interview lasted between 60-90 minutes and was recorded 
on audio-tape. There was a debriefing session of 30 minutes at the end.
i) About school. In this section participants were asked about their 
childhood and/or adolescence from the point when they first suspected there was 
something ‘different’ about them. They were asked whether or not they thought 
their parents, teachers or friends had noticed anything ‘different’; and what sort of 
feelings they experienced as they began to recognise that this ‘difference’ may 
have been related to their sexual orientation. They were then asked to estimate 
how old they were when they were first bullied at school and then recount an
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episode of bullying which stood out in their mind. Subsequent questions focused 
upon whether or not the episode they had described held particular significance, 
and what sort of feelings they associated with this recollection.
Moving on from the discussion of bullying, the conversation then turned 
to whether or not participants had ever tried to hurt themselves or take their own 
lives using Coyle etaV s  (1994) counselling interview technique:
I would now like to ask you a very difficult question which you may find 
uncomfortable. Please try to answer this question as truthfully as possible.
Some people I have been talking to about being bullied at school said that they 
attempted to escape from their feelings and hurt by attempting to take their own 
lives. Thinking again about the feelings and emotions you had when you were 
being bullied, did you ever, even for a second, think about hurting yourself or 
taking your own life? (pause). Did you try to hurt yourself or take your own 
life? (If‘yes’) would you be willing to tell me what you did and what happened 
to you?
Where participants were willing to discuss issues relating to self-harm or suicide, 
no prompts or additional questions were included other than for points of 
clarification. This section closed with the participant being thanked for their 
honesty and being asked two general questions about their perceptions of school 
today:
OK, you have been very honest with me, and I appreciate that. Now I would 
like to ask you about your perceptions of schools today. Do you think that 
schools and education in general present any more of a tolerant attitude towards 
lesbians and gay men than they have in the past and why?
What do you think we should be doing to help young people who are coming 
to terms with their sexuality? Is there anything you would like to see change 
within the education system?
ii) Adolescence. Here participants were asked about their recreational 
activities, hobbies and friends during their teenage years. Again, sensitive 
questions such as first sexual experiences were addressed using both reflection, 
paraphrasing and open questioning, thus allowing participants to decide upon 
what they considered to be their first sexual experience (heterosexual and/or 
homosexual):
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You said earlier that you knew you were gay at about...years of age. Now, Fd 
like to talk a little about your first sexual experience with a man/woman or 
boy/girl. I will leave it up to you to define what I mean by ‘first sexual 
experience’. First of all, how old were you when you had what you consider to 
be your first sexual experience with another male/female? Would you mind 
telling me about it?
Where their first sexual experience did not involve genital contact with a member 
of the same sex, the following question was, included:
OK, now I want you to think about the first time you had a sexual experience 
with another male/female which involved genital contact. How old were you 
when this happened? Would you mind telling me about it?
Subsequently, participants were asked whether or not they felt this experience 
had a particular significance in their determination of their sexual orientation, or 
whether it may have been simply a case of adolescent experimentation.
iii) Adulthood: work/college/umversity. In this section, questions focused 
upon employment and university/college. They include an examination of the 
current occupational status of participants, their employment history, future 
aspirations, and regrets (if any) about not following a particular career path. They 
are also asked about experiences of intolerance or harassment at work. Once again, 
questions were open and allowed the participant to direct the flow of the 
conversation:
Do you still feel that others have the potential to be aggressive or oppressive 
towards you? So, for example, have you felt intimated at work? (If‘yes’) Could 
you tell me about it? (If‘yes’) Do you consider this experience to be bullying?
Why?
They were then asked whether or not they believed their experiences of being 
bullied at school and (where applicable) their experiences of being bullied or 
harassed at work/university/college had stopped them from achieving any 
personal goals. This section ended with participants being asked to reflect upon 
the experiences of work/university/college highlighting aspects which have given 
them the greatest satisfaction and enjoyment.
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iv) Adulthood: personal relationships. In this section a number of emotive 
issues were covered, and participants were informed beforehand that some of the 
questions would be of a personal nature. The first question focused upon the 
process of ‘coming out’, particularly how old participants were when they 
decided to ‘come out’, who they told, in what order and subsequent reactions. 
They were then asked about their current relationship status and, if the did have a 
partner, how long they had been together. Following on from that, they were 
asked to estimate the number of relationships they had enjoyed and their duration. 
The interview then focused upon the quality of participants relationships, and 
whether or not they felt that these relationships had been affected by their 
experiences of being bullied at school. As before, each of the questions was asked 
in an open fashion, allowing participants to determine the flow of the 
conversation:
Some of the people who were bullied believed their school experiences have had 
an effectupon their ability to form lasting relationships as adults. On the other 
hand, others say it has not affected them at all. What do you think? Do you 
think being bullied at school has affected your ability to form lasting 
relationships in any way or not?
Where participants felt that their relationships had been adversely affected by 
being bullied at school, the following questions were asked:
Thinking about some of the people you have known, is there anything which 
worries you about being in a lasting relationship? For example, do you feel that 
the same sorts of problems appear time and time again in a relationship? What 
sorts of problems are these? What do you think is the cause of the problem?
Why do you think that is so? Do you think things would be any different if you 
were heterosexual? Why?
As recommended by Coyle et al. (1994), each question was paraphrased and 
reflected back to the participant before the next one was asked. At the end of this 
section, participants were again thanked for their honesty and the interview ended 
with a general question:
Finally, I would like to ask you what it was that made you decide to take part 
in this study?
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In the debriefing session which followed, participants were told how the 
information they provided would be used, and were given an assurance than any 
identifying features would be removed from the transcripts. They then were asked 
whether or not they would like the audio-tape returned to them along with a copy 
of the interview transcript.
Each interview recording was transcribed verbatim and then coded using a 
grounded theory technique (Glaser and Strauss, 1967). Grounded theory works on 
the principle that the researcher does not begin to analyse the data with a set of 
preconceived theories or hypotheses, rather that common themes emerge from the 
ground up as the researcher becomes familiar with their data (see Neuman, 1994).
Interviews: procedure for analysis
The procedure for analysing the interview transcripts was as follows: (i) scrutiny 
of transcripts; (ii) open coding [identification and labelling of meaningful extracts 
from the text]; (iii) axial coding [identification and labelling of conceptual 
categories]; (iv) selective coding [grouping of conceptual categories into 
superordinate categories]; (v) Integration [development of core categories from the 
integration of conceptual and superordinate categories]. Although the process of 
coding transcripts (as described here) follows a logical progression. Frontman and 
Kunkel (1994) point out that, invariably, the process is not linear and requires the 
researcher to move back and forth, revising categories and recoding elements as 
they become familiar with their data set. As a result, qualitative researchers have 
advised against the quantification of data as either frequencies or percentages as 
there are, ‘no pre-defined criteria for determining the extent to which themes must 
recur within responses before they are deemed to be of sufficient significance to 
merit citation’ (Coyle and Craig, 1993, p. 5; see also Pidgeon, Turner and 
Blockley, 1991). Furthermore, as Coyle and Craig (1993) have argued, the 
analysis of multiple personal accounts is not so much grounded in the number of 
times a particular issue or theme arises, but in the participant’s estimation of its 
relative importance at the time they were interviewed. To this end, the purpose of 
the interviews contained within this study was to provide me with an 
opportunity to explore the issue of homonegativism and its long-term effects from
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the perspectives of 16 former victims in the hope that this would elucidate further 
upon the some of the data gathered earlier in the surveys.
i) Scrutiny of transcripts. F olio wing transcription, each interview was read 
several times over a period of four weeks in order to gain familiarity with the data. 
As they were read, general notes were taken relating to common themes or ideas 
which seemed to be relevant across participants.
ii) Open coding. The next stage in the analysis occurred over a seven week 
period (3 hours per day, 5 days per week) where the notes taken during the 
preliminaiy reading of the transcripts were organised. Where a group of elements 
or concepts represented a common theme or had similar attributes or properties, 
they were then given a generic or category label. These included statements which 
seemed to reflect the way in which participants viewed aspects of their 
homosexuality/bisexuality or the attributions they had made relating to their 
experiences of school, work/college/university, personal and social relationships. 
In line with the procedure employed by Frontman and Kunkel (1994) and 
recommended by Strauss and Corbin (1990), a process of constant comparison 
was undertaken, whereby the categories identified at the beginning of the coding 
process were regularly compared with those that emerged later in the analysis.
iii) Axial coding. Here the categories identified during the open coding 
procedure (together with their constituent properties) were compared to see if 
any relationships could be established between them. The identification of a 
conceptual category or phenomenon at this stage came from examining a series of 
subcategories relating to the context in which the phenomenon was embedded, the 
strategies used to respond to the phenomenon, and its consequences. This stage 
required both inductive and deductive reasoning. In the former condition, 
conceptual categories or phenomena were identified by looking for categories 
(from open coding) that were similar in content and occurred with relative 
frequency. In the latter condition, conceptual categories were identified through a 
process of constant comparison with other existing and emergent conceptual 
categories. At this stage, new open coding categories also emerged as meaningful
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patterns became clear, and the deductive process involved determining whether or 
not these ‘new’ categories could be subsumed within existing conceptual 
categories, or whether new conceptual categories were required (see Frontman and 
Kunkel, 1994).
iv) Selective coding. This process involved grouping the conceptual 
categories derived from axial coding into superordinate categories, identifying 
connections and relationships between them. The reason behind the definition of 
each superordinate category was recorded (specifying the criteria upon which the 
decision was based). As with Frontman and Kunkel (1994), the process continued 
to cycle back and forth, with superordinate, conceptual and open coding 
categories being revised where discrepancies were found. At this stage, 
superordinate categories were related back to the interview data, and 
representative statements from participants were pulled from the text.
v) Integration. The final stage involved the integration of open coding 
categories, conceptual categories and superordinate categories, to determine an 
overall name or core category label relating to the life experiences of the men and 
women who participated in this study. The criteria for identifying a core category 
were the same as Frontman and Kunkel (1994): (a) its relationship to as many 
other constructs as possible; (b) its frequency in the data; (c) its relevance to a 
more generalised theory relating to the life experiences of lesbians, gay men and 
bisexual men and women; (d) the incorporation of as many superordinate (and 
their constituent conceptual categories) as possible.
This process (from the transcription of interviews through to the 
determination of core categories) was carried out over the course of one calendar 
year from July, 1996 to September, 1997. (An example of a coded interview is 
given in Appendix 13).
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Ethical Issues
Background
In planning this project, a number of ethical considerations were examined to 
ensure that participants experienced as little distress as possible when recounting 
their experiences of being bullied at school. Furthermore, I felt that, given the long­
term nature of the study, it would be inappropriate not to maintain some form of 
contact with participants, therefore, the decision was taken to keep them 
informed about the progress of the project through the mailing of a quarterly 
newsletter {The Project Update). Finally, as some of the participants had not 
‘come-out’, it was also necessary to ensure that absolute confidentiality was 
maintained throughout.
In order to off-set the above concerns a number of steps were taken to 
ensure minimal risk to participants through liaison with psychotherapists and 
counsellors and through the distribution of a quarterly newsletter which provided 
participants and myself with an avenue for communication. In addition, 
participants were reminded via the newsletter that if at any time they became 
uncomfortable about their contribution to the project, all data would be returned 
to them immediately and any information held about them would be deleted from 
the database. Unfortunately, during data collection two participants passed away 
and, at the request of either their family or partner, their data was removed from 
the survey.
Confidentiality
As already indicated, the confidentiality of participants was of paramount 
importance throughout this project, especially in situations where participants 
lived with their parents and/or had not ‘come-ouf, or in situations where the 
individual felt that others' knowledge of their sexual orientation would have a 
detrimental effect upon their work or vocation. To this end, I maintained a 
database of participants’ name and addresses only if they wished to receive the 
quarterly newsletter. Where a participant lived with her/his parents and/or wished 
to ensure that her/his participation in the project remained anonymous or 
confidential (i.e. from flat mates or partners), questionnaires and newsletters were
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only sent when a ‘safe’ contact address had been established (usually through a 
community group organiser). To ensure the confidentiality of all participants, 
each questionnaire or interview transcript received a numerical code for 
identification purposes, and all names or references to geographical locations were 
deleted.
Minimal risk
To ensure that as little distress was caused as possible during data collection, a 
number of support measures were implemented at the beginning of the project. 
Firstly, I maintained a referral list of affirmative gay psychotherapists and 
counsellors throughout the project which was sent to participants on request. 
Secondly, counselling support was offered free of charge by an accredited 
counsellor to any participants who experienced distress after the interview. 
Finally, where participants had agreed to record their responses to the adapted 
version of the interview schedule and return it by post, they were contacted either 
by telephone or in writing, enquiring whether or not there were any issues that 
they would like discuss further, or if there was any additional information or 
resources they would like to receive relating to local groups or support networks.
Informed consent and debriefing
As indicated in previous sections, each prospective participant received a covering 
letter outlining the nature and objectives of this project when they received either 
the bullying in schools questionnaire (before July 1996) or the long-term effects 
questionnaire (after July 1996). At the same time, they were also asked to indicate 
whether or not they would be willing to participate further in the project and/or 
receive a copy of a quarterly newsletter which outlined how the information they 
gave was being used. Comparable with previous research with participants from 
minority groups, particularly those who are HIV positive, it was necessary for me 
to make a reciprocal commitment to participants who had agreed to paricipate in 
the project, by demonstrating ways in which this research was being used to 
inform others. Overall 132/190 participants (70%) received quarterly newsletters 
over a two-and-a-half year period. It is worth noting, that the quarterly newsletter
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did not detail the results from the study, rather it outlined the interest generated 
by the project (see Appendix 1).
At the interview stage, each prospective interviewee received a letter a 
week before the interview confirming the arrangements and venue together with an 
outline of the subjects to be discussed. At the beginning of each interview, 
participants were asked whether there were any subjects about which they felt 
uncomfortable, and did not wish to cooment upon during the interview. At the 
end of the interview, the research explained to them how the information would be 
used and then asked whether or not she/he would like their audio-tape returned 
together with a copy of their transcript. At this stage participants were informed 
that any extracts used in published material (e.g. journal articles, book chapters or 
interim reports) would be included only with their express consent and draft 
copies of any articles, chapters or reports were sent to them as a courtesy.
Submission to ethics committees
The proposal for this project was reviewed by both the departmental and faculty 
research committees of the university in which I worked, and the research ethics 
committee of the Roehampton Institute London.
Data Collection and Participants
Data for this project were collected over a three year period in four stages from 
February, 1994 until July, 1997. As previously indicated, this process was 
dependent upon a number of factors. Firstly, it was dependent upon the 
establishment of co-operative networks with individuals, community groups and 
organisations working with lesbians, gay men and bisexual men and women across 
the country. Secondly, once these networks had been established, it was 
dependent upon the development of a trusting working relationship between 
prospective participants and myself. Finally, it was dependent upon my ability 
to demonstrate a sensitivity towards those issues of concern to lesbians, gay men 
and bisexual men and women.
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Pilot study
Between February and July 1994 a pilot study was conducted using the survey of 
bullying at school (Appendix 2). Advertisements were placed in The Pink Paper 
(a weekly newspaper for lesbians, gay men and bisexual men and women) over a 
two-week period asking for volunteers to participate in a pilot study. Overall, 60 
respondents were sent a survey pack containing a copy of the questionnaire, a 
description of the nature and purpose of the project, a request for participation in 
any subsequent research and a pre-paid return envelope. 44 questionnaires (73%) 
were returned by 37 gay and bisexual men and 7 lesbian and bisexual women, the 
results of which were analysed and reported in various conference papers and 
journal articles (see Rivers, 1994,1995a, in press).
Survey of bullying at school and its psycho-social correlates in adulthood 
Following publication of the results from the pilot study in March 1995, articles 
reporting the findings from the pilot study appeared in two publications Attitude 
(a lifestyle magazine for gay and bisexual men) and the National Youth Agency’s 
journal Young People Now both of which incorporated a call for volunteers. 
Between May 1995 and July 1996, 300 surveys of bullying at school were posted 
to individuals, community groups and to the organisers of a lesbian, gay and 
bisexual pen-friend association who offered to participate in the project and/or 
distribute questionnaires on behalf of myself. Each survey contained a revised 
version of the bullying at schools questionnaire, a letter outlining the project’s 
objectives, a pre-paid return envelope and a reply slip which asked participants to 
indicate whether or not they would be willing to participate in the project further 
and/or receive a quarterly newsletter.
Between July 1995 and July 1996, those participants who had agreed to 
participate further were sent a second, more detailed survey instrument containing 
nine questionnaires (including a second copy of the bullying in schools 
questionnaire), a pre-paid return envelope and a copy of the first newsletter. At 
the same time, requests for volunteers were circulated at a number of practitioner 
conferences and workshops, and information about the project was circulated to
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various youth and community organisations, charitable trusts and local education 
authorities.
Between July 1996 and April 1997, several new participants were 
recruited to the project through the lesbian, gay and bisexual community 
organisations and charitable trusts contacted by me during the course of the year. 
At this stage, participants were sent the second survey instrument incorporating 
nine questionnaires only with a covering letter which asked them to indicate (by 
completing a tear off slip at the bottom of the page) whether or not they would 
like to receive the quarterly newsletter and/or would be willing to be interviewed.
Survey o f  bullying at school: participants
Overall, 464 surveys of bullying at school were sent out to individuals, 
community organisations and lesbian, gay and bisexual pen-friend associations 
over a three year period. 216 questionnaires were returned (47%) by 163 gay and 
bisexual men, 1 male-to-female transgendered person, and 49 lesbian and bisexual 
women. Of the questionnaires received, 26 participants were removed from the 
analysis for the following reasons: 14 (8 men and 6 women) stated that they had 
been bullied at school for reasons other than sexual orientation; 4 (men) were over 
the age of 66 whose experiences of secondary school were primarily pre-war; 4 
(women) returned spoiled or incomplete questionnaires; 2 (men) passed away 
during the study; 1 (man) indicated that he had a history of mental illness; and 1 
young man (aged 15 years) was still at school.
In terms of ethnic origin, of the 190 participants included in the analysis 
(150 gay and bisexual men, 1 male-to-female transgendered person4, and 29 lesbian 
and bisexual women), 185 were White European (147 men, the transgendered 
participant, and 37 women), 4 (2 men and 2 women) were Asian or South East 
Asian, and 1 (man) was African-Caribbean.
For the purposes of analysis, this participant’s responses were included in the figures for 
male participants.
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The mean age for the whole sample was 29 years (30 years for men 
including the transgendered participant; 24 years for women). Ages ranged from 
16-66 years (16-66 years for men and 16 to 44 years for women) with a standard 
deviation of 9.9 years (10.1 years for men and 6.9 years for women).
83% (158) had attended a state school (125 men and 33 women) and 32% 
were educated in a private or public school (27 men and 5 women). 36% of the 
sample came from London and the South East, 20% from the North West, 20% 
from the Midlands, 7% from the West Coast of Scotland, 6% from the South 
West, 5% from the North East, 3% from Northern Ireland, 2% from Wales and 
1% from overseas.
Survey o f  the psycho-social correlates o f  bullying in adulthood: participants 
Participants in this survey represented a sub-sample of those who participated in 
the first survey of bullying at school. Overall, 142 surveys were returned of which 
119 were eventually included in the analysis. 20 surveys were omitted as they 
were either spoiled or incomplete (returned by 13 men and 7 women), or were 
returned by participants over the age of 66 whose secondary school experiences 
were largely pre-war (2 men). In addition, the survey returned by the 
transgendered participant was also omitted from the analysis.
In terms of ethnic origin, this sample consisted of 116 participants (90 
men and 26 women) who were White European, 2 participants (1 man and 1 
woman) who were Asian or South East Asian, and 1 man who was African- 
Caribbean.
The mean age for the whole sample was 28 years (28.5 years for men and 
24 years for women). Ages ranged from 16-54 years (16-54 years for men and 16 
to 44 years for women) with a standard deviation of 9 years (9.3 years for men 
and 7.3 years for women).
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84% (101) had attended a state school (79 men and 22 women) and 16% 
(19) had been educated in either private or public school (14 men and 5 women).
i) Employment status. At the time the survey was conducted 56% (66) of 
participants were in gainful employment (53 men and 13 women). 26% were 
students in either sixth form or college/university (19 men and 12 women), 10% 
were unemployed (11 men and 1 woman), and 8% were unable to work on the 
grounds of illness or disability (9 men). Of the number who were in employment 
(66), 23 men and 7 women described themselves as ‘professional’ (e.g. solicitor, 
systems analyst, lecturer, teacher, nurse and priest); 15 (10 men and 5 women) 
described themselves as ‘ofïice/clerical/secretariaF; 10 men described themselves 
as ‘semi-skilled’ (e.g. theatre assistant, merchant seaman and cook); 4 men worked 
in retail; 4 men described themselves as ‘skilled/technical’ (electrician, engineer, 
VDU operator), 2 men described their work as ‘manual’ and the remaining 
participant described herself as ‘unskilled’ (dishwasher/ general assistant). The 
majority (88%) worked full-time, the remaining participants either worked part- 
time or freelance (writers and journalists especially).
ii) Academic qualifications. Figure 5 (below) illustrates the number of 
participants (as percentages) who obtained formal academic qualifications.
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FIGURE 5: Percentage of Participants Holding or Studying For Academic Qualifications5
%
Qualifications
K ey:
E3 Gay and Bisexual Men 
[ji] Lesbian and Bisexual Women
Only 8% of participants had no formal academic qualifications (7 men and 
2 woman). 81% (75 men and 21 women) held or were studying for certificates 
demonstrating proficiency in one or more subjects as secondary school level (CSE, 
GCE ‘O’ Level or GCSE). 16% (16 men and 3 women) held or were studying for 
at least one intermediate school qualification (‘A/O’ Level or Scottish Higher) and 
36% (34 men and 8 women) held or were studying for a secondary school 
qualification at an advanced level (‘A’ Level). 30% (31 men and 3 women) held or 
were studying for a university/college degree at either undergraduate or 
postgraduate level and a further 37% (34 men and 10 women) held or were
5 Total percentages exceed 100 as participants could circle more than one response
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studying for professional/occupational qualifications (e.g. Diploma in Nursing, 
Counselling Certificate, Diploma in Psychotherapy, Higher National Diploma 
[END] or Higher National Certificate [HNC]). 28% (29 men and 5 women) held 
or were studying for vocational qualifications such as the National Vocational 
Qualification (NVQ) or City and Guilds awards.
iii) Other skills or potential. In addition to their formal academic 
qualifications, participants were asked whether or not they felt they had any 
additional skills or potential to offer, or had used or developed these skills in any 
way outside school. 86% of the sample (78 men and 24 women) felt that they had 
additional skills or potential which were not recognised within their academic or 
vocational qualifications. Those skills participants cited most frequently included 
communication skills, counselling and listening skills, organisational and 
management skills, technical skills (computing), caring for others (particularly 
children and those who learning difficulties or physical impairment) and the arts. 
Furthermore, 80% of those who identified additional skills or potential (76 men 
and 25 women) also felt that they had been offered opportunities to develop these 
skills either through their employment or more often through voluntary work. 
However, in response to the question, ‘Has anything stopped you from 
developing these skills to their full potential?’, 56% (50 men and 9 women) 
reported that they had been prevented from developing them further. 
Representative examples included one gay man (aged 30) who had cited working 
with children as a skill he had developed said, T was a cub scout leader, but I felt I 
had to disassociate myself with scouting in case they found out I was gay and I 
would be humiliated and thrown out’. Another young man (aged 19) said, T 
worry about people who have the authority to effect my life finding out I’m gay’.
Survey o f psycho-social correlates: comparative data collection 
In addition to the collection of data from lesbians, gay men and bisexual men and 
women who were bullied at school, where I had made revisions to some of the 
survey instruments (described above) to make them accessible to British 
participants, it was also necessary to collect ‘new’ comparative data. In total five 
sets of comparative data were gathered from three different groups: (i)
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heterosexual adults who were not bullied at school; (ii) heterosexual adults who 
were bullied at school; (iii) lesbian, gay and bisexual adults who were not bullied at 
school. These data were collected primarily from the undergraduate populations 
of four British universities betwen 1995 and 1997, together with the participation 
of various community groups and support organisations for lesbians, gay men and 
bisexual men and women in London and the South-East. It should be noted here 
that comparative data collection was reliant upon the co-operation of two third 
year dissertation students from one of the universities sampled, and the goodwill 
of 323 additional participants and their tutors who were asked to give up lecture 
and tutorial time in order to facilitate the completion of various questionnaires. In 
order to ensure that participants were delayed as little as possible, comparative 
data was not collected for all the measures used in this study.
i) Heterosexual adults not bullied at school (N=  98). This group consisted 
of 33 male and 65 female undergraduates who were randomly selected from a 
number of lecture or tutorial groups in two British universities by myself and a 
third year dissertation student. (Where an undergraduate indicated that they had 
been bullied at school, or were lesbian, gay or bisexual, their data was included in 
one of the other two control groups described below).
Each participant was asked to complete a brief check list (based upon the 
bullying in schools questionnaire used in the surveys) to determine whether or not 
they had been bullied at school together with revised versions of the Multiple 
Affect Adjective Check List (Zuckerman and Lubin, 1965), the PERI Life-Events 
Scale (Dohrenwend et al., 1978), and the Pinto and Hollandsworth Possessiveness 
Scale (Pinto and Hollandsworth, 1984).
The mean age of the sample was 24 years for both men and women, 
ranging from 18 to 38 years with a standard deviation of 4.4. years (4.4 years for 
men and 4.5 years for women).
ii) Heterosexual adults bullied at school (N=  109). This group consisted of 
a further 34 male undergraduates and 75 female undergraduates randomly selected
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by myself and a third year dissertation student from two British universities. The 
mean age for this sample was also 24 years (25 years for men and 24 years for 
women), ranging from 19 to 44 years with a standard deviation of 5.0 years (4.4 
years for men and 5.3 years for women).
Participants were asked to complete a brief check list (mentioned 
previously) to determine whether or not they had been bullied at school together 
with revised versions of the Multiple Affect Adjective Check List (Zuckerman 
and Lubin, 1965), the PERI Life-Events Scale (Dohrenwend et al, 1978), and the 
Pinto and Hollandsworth Possessiveness Scale (Pinto and Hollandsworth, 1984).
iii! Lesbians, gay men and bisexuals not bullied at school (N = 116). This 
group consisted of a 76 gay or bisexual men and 40 lesbian or bisexual women 
selected by myself and a third year dissertation student from 4 British 
universities’ lesbian, gay and bisexual student associations, and community or 
support groups in London and the South East. The mean age for this sample was 
24 years (21 years for gay and bisexual men and 21 years for lesbian and bisexual 
women), ranging from 18 to 44 years with a standard deviation of 4.7 years (4.6 
years for gay and bisexual men and 5.1 years for lesbian and bisexual women).
As before, participants were asked to complete a brief check list to 
determine whether or not they had been bullied at school together with revised 
versions of the Multiple Affect Adjective Check List (Zuckerman and Lubin, 
1965) and the Revised Homosexual Attitudes Inventory (Shidlo, 1992).
Interviews
Interview data were collected over a three year period, from September, 1994 to 
July 1997.1 contacted each potential interviewee by letter (accompanied by a pre­
paid reply envelope) asking whether or not they would be willing to be 
interviewed by myself either at home or in the university where he worked. Those 
who agreed to be interviewed were then contacted by telephone to arrange a 
convenient time and venue. In two cases, limitations in travel prevented 
interviews from taking place and participants were sent a copy of the interview
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schedule, an audio-tape upon which to record their responses, a covering letter 
and a pre-paid return envelope. (Where this occurred, participants were also asked 
to record their answers in one session only, and were requested not to edit any of 
their responses).
All 132 participants who received the quarterly newsletter were asked to 
participate in the interviews. Overall, 35 (26%) responded positively (23 men and 
12 women). However, of that number, only twenty interviews (15%) were 
eventually conducted, four of which were not included in the analysis (2 pilot 
interviews with gay men, an interview with the transgendered participant, and a 
further interview with a young person still at school).
Given that only 16 interviews (13 gay or bisexual men and 3 lesbian or 
bisexual women; 12% of the potential sample available) were included in the 
analysis, this group neither constititued a random of representative sample of 
participants. However, as Kitzinger (1987) has demonstrated, even when a 
sample is not representative of the target population the autobiographical 
accounts of its members are no less valid as they represent the individuals’ 
recollections and interpretations of past experiences as well as their idiosyncratic 
perspectives on current and future events. Indeed, as previously mentioned, 
Coyle and Craig (1993) have argued that the analysis of multiple personal 
accounts is not so much grounded in the number of times a particular issue or 
theme arises, but in the participant’s estimation of its relative importance at the 
time they were interviewed. Thus, the purpose of the interviews was to provide 
me with an opportunity to explore the issue of homonegativism and its long-term 
effects from the perspectives of 16 former victims, elucidating further upon the 
some of the data gathered earlier during the surveys.
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Chapter 4: Bullying at School
Survey Results and Discussion 
Introduction
In Chapter 3, I described the questionnaire used in the survey of bullying at 
school, and the methodology I employed in gathering together a sample of 190 
l e s b i a n ,  g a y ,  bisexual and transgendered participants. In this chapter, I present the 
results from that survey and relate the findings to the theories and models I 
discussed in Chapter 1. To begin with however, I have re-stated the aims and 
objectives of this survey, together with a brief outline of their theoretical origins. I 
then provide a description of the sample together with a representation of the 
demographic data provided earlier in Chapter 3 (pp. 207-208). Subsequently, in 
the main body of this chapter I present the analysis and discussion of the key 
findings from the survey together with a commentary relating to the test-retest 
reliability of retrospective recall.
Aims and Objectives of Bullying at School Survey
In Chapter 1 (pp. 63-69), I identified some of those questions as yet left 
unanswered by researchers exploring the nature and correlates of bullying 
behaviour at school. As I noted, while large-scale surveys such as those conducted 
by Olweus (1978, 1987) and Smith and colleagues (Ahmad et al, 1991; Whitney 
and Smith, 1993; Rivers and Smith, 1994) have provided much needed information 
on the general incidence of bullying at secondary school, it is likely that such data 
have included the experiences of young people who were victimised because of 
their actual or perceived sexual orientation. However, as yet we do not have a clear 
picture of the nature and form of such behaviour, nor have we established its 
correlates fully (e.g. location, number of perpetrators, level of peer and teacher 
support). As the following discussion demonstrates, the aims of this survey were 
to explore some of those questions left unanswered using retrospective reports of 
bullying at school gathered from a sample of lesbians, gay men and bisexual men 
and women in the UK.
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The nature of homonegative bullying and stereotyping
One of the first questions that required consideration related to the nature of the 
homonegative bullying participants were exposed to at school, and the 
stereotypes that underpinned such behaviour. As Allport (1954) argued, where an 
attitude, belief or behaviour is prejudicial, it is usually the result of the 
propagation of unwarranted stereotypes that seek to promote the assumption of 
higher social status by those who hold authority or those who constitute the 
majority. For this survey, not only were participants asked to complete a revised 
version of the bullying questionnaire used by Smith and his colleagues in the UK 
exploring the nature of homonegativism at school; using a methodology similar to 
that employed by Kelly (1988) in Manchester, participants were also asked to list 
those ‘names’ they were called in the hope that they would provide an index of 
the stereotypical representations that young people are exposed to concerning 
homosexuality.
Age and gender differences in the expression of homonegativism 
Various studies have already documented both age and gender differences in the 
types of bullying behaviour experienced at school (Lagerspetz et a l, 1988; 
Bjôrkqvist et a l, 1992; Whitney and Smith, 1993; Rivers and Smith, 1994; 
Salmivalli et al, 1996), however, as noted in Chapter 1, while Warren’s (1984) 
study made general references to the experiences of young lesbian and bisexual 
women, very little information was provided relating to gender differences in the 
types of victimisation experienced at school. Though Pilkington and D’Augelli 
(1995) did compare and contrast the experiences of the male and female youth 
who participated in their survey, their results suggested that lesbian and bisexual 
young women were more likely to report being victimised (35%) than gay or 
bisexual young men (30%) - a result which does not fit the mould of previous 
reports of female bullying.
Given that very little is known about gender differences in the nature of 
homonegativism, one of the objectives of the present survey was to ascertain 
whether or not Pilkington and D’Augelli’s (1995) findings were reflected in the 
experiences of a British sample of lesbians, gay men and bisexual men and women
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bullied at school. Concomitantly, in line with Rivers and Smith’s (1994) 
observation relating to ability of older pupils to utilise indirect methods of 
bullying more effectively than young pupils, this survey set out to consider 
whether older perpetrators used indirect behaviours more frequently than same- 
age or younger perpetrators. Furthermore, comparable with Postmes and Spears 
(1998) recent suggestion, it was hypothesised that where a series of negative 
beliefs or attitudes about homosexuality constituted the situational norm they 
would ultimately have had an effect upon the expression of aggression. For this 
study it is argued that anti-homosexual attitudes were perceived to be the 
situational norm by perpetrators of bullying behaviour, and that this would have 
promoted the use of more direct forms of bullying behaviour (physical and verbal) 
by same-age peers, especially boys and young men (cf. Salmivalli al, 1996).
Individual and group behaviour
I have previously argued that deindividuation theory has three contributions to 
make to research on bullying behaviour. First of all, where an individual is bullied 
by a group, classical deindividuation theory suggests that the nature of the 
behaviour to which she/he is exposed will be more aggressive and potentially more 
physically harmful than that perpetrated by a single 'bully' because of the release 
from personal inhibition. Secondly, where a group is led by an identified 
individual, the aggressive behaviour of that person is likely to be greater than that 
of the group, who may goad the victim or urge the perpetrator on, but may not 
actively participate in the discriminatory behaviour (see Diener et al, 1973). 
Thirdly, as Postmes and Spears (1998) argued, where an attitude, belief or 
behaviour is perceived to be a situational norm, members of the ‘in-group’ (the 
perpetrator, bystanders and the non-bullied) will identify with or participate in 
the resultant antinormative behaviour which ensures that they will either retain or 
augment their social status within the school yard hierarchy.
In a similar vein to Postmes and Spears (1998), Craig and Pepler (1995) 
argued that peer collusion in bullying showed not only disrespect for the victim 
and support for the perpetrator, but also their (the peers’) assumption of higher 
social status in the social hierarchy of the playground or school yard. They
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suggested that bullying is a group process very similar in nature to that of 
mobbing (English definition) where the victim is harassed by multiple 
perpetrators. Indeed, Festinger et al. (1952) argued that where an individual is a 
part of a group, they are released from internalised moral constraints which would 
normally inhibit violent or aggressive acts, thus reducing the personal 
responsibility of an individual for their own behaviour and that of the crowd. 
However, as I pointed out in Chapter 1, in the UK, Whitney and Smith (1993) 
found that much of the bullying that took place within primary and secondary 
schools was perpetrated by individuals rather than groups.
In this study, two specific research questions were drawn form the 
theoretical debates outlined above. The first question related to classical 
deindividuation theory and the findings of Festinger et al (1973), and Postmes and 
Spears (1998); it addressed the issue of whether or not participants’ reports of 
homonegative bullying differed according to the number of perpetrators: 
specifically, were the actions of groups of peers more aggressive than those of 
individuals? The second question focused upon whether there was any evidence 
from the survey to support Diener et a/.’s (1973) and Craig and Pepler’s (1996) 
assertion that peers would collude rather than intervene when a young person was 
being bullied. It was hypothesised that peers would be particularly reticent where 
the issue was one of sexual orientation, thus ensuring both their own non-bullied 
status and their non-association with a young person perceived to be lesbian, gay 
or bisexual.
Teacher support and teacher homonegativism
Although much of the research cited in chapter 1 focused upon victimisation 
perpetrated by peers, Pilkington and D’Augelli (1995) also found that 7% of their 
sample reported being hurt by a teacher, especially the young women (11% for 
women and 7% for men). Very little continues to be known about the rate of 
bullying perpetrated by teachers who appraise homosexuality negatively, or, 
indeed, the level of support lesbian, gay and bisexual pupils receive from members 
of staff at school. While anecdotal evidence suggests that some teachers may 
actively collude with pupils in victimising or harassing another pupil who is
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perceived to be lesbian, gay or bisexual, quantitative data have yet to be collected 
from a British sample, and it became an objective of this survey to ascertain the 
level of teacher support and bullying for those pupils who were bullied because of 
their actual or perceived sexual orientation.
Participants
As previously stated in Chapter 3, 464 surveys of bullying at school were sent 
out to individuals, community organisations and lesbian, gay and bisexual pen- 
ffiend associations over a three year period. Of that number, 216 questionnaires 
were returned (47%) by 163 gay and bisexual men, 1 male-to-female transgendered 
person, and 49 lesbian and bisexual women. Questionnaires received from 26 
participants were removed from the analysis for the following reasons: 14 (8 men 
and 6 women) stated that they had been bullied at school for reasons other than 
sexual orientation; 4 (men) were over the age of 66 whose experiences of 
secondary school were primarily pre-war; 4 (women) returned spoiled or 
incomplete questionnaires; 2 (men) passed away during the study; 1 (man) 
indicated that he had a history of mental illness; and 1 young man (aged 15 years) 
was still at school.
In terms of ethnic origin, 185 indicated that they were White European 
(147 men, the transgendered participant, and 37 women), 4 (2 men and 2 women) 
were Asian or South East Asian, and 1 (man) was African-Caribbean.
The mean age for the whole sample was 29 years (30 years for men 
including the transgendered participant; 24 years for women). Ages ranged from 
16-66 years (16-66 years for men and 16 to 44 years for women) with a standard 
deviation of 9.9 years (10.1 years for men and 6.9 years for women). The average 
age at which participants disclosed their sexual orientation to others was 20 years 
(20.5 years for men and 17.2 years for women). 21% of men and 50% of women 
had disclosed their sexual orientation to another by 16 years of age. The average 
length of time participants recalled being bullied at school was 5 years (range 1 
month -10 years; standard deviation 3.9 years).
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83% (158) had attended a state school (125 men and 33 women) and 32% 
were educated in a private or public school (27 men and 5 women). In terms of 
geographical location, 36% of the sample came from London and the South East, 
20% from the North West, 20% from the Midlands, 7% from the West Coast of 
Scotland, 6% from the South West, 5% from the North East, 3% from Northern 
Ireland, 2% from Wales and 1% from overseas (Spain).
Survey Results
The nature of homonegative bullying at school
In this survey all 190 participants had been bullied at school, ostensibly on the 
grounds of their actual or perceived sexual orientation. As I discussed in Chapter 
3, their victim status was ascertained by asking them to describe the names they 
were called at school and/or provide an example of an incident of homonegative 
bullying which stood out in their minds. In this section, the data relating to factors 
describing methods and forms of bullying are reported, followed by a series of 
correlational analyses (using 0) which illustrate the relationships between factors, 
providing a holistic picture of the bullying experiences of participants at school.
Types o f bullying experienced at school
The most frequent form of bullying experienced was found to be name-calling 
(82%) and being ridiculed in front of others (71%). Teasing was also reported by a 
large number of participants (58%) while slightly more (60%) reported being hit 
or kicked at school. 49% recalled having their belongings stolen by their 
tormentors as a form of bullying. Indirect or relational bullying was also 
frequently reported by participants. In total, 59% said that rumours had been 
spread about them while 52% said they were often frightened by the way in 
which a particular person looked or stared at them. 27% reported being isolated 
by their peers and 11% (21) admitted being sexually assaulted either by peers or 
by teachers while at school.
Contingency table analysis (x2) with post hoc Cramer's V test of 
association (0C) indicated that there were significant associations between gender
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and specific types of bullying behaviour experienced by participants at school. 
Being hit or kicked was found to be most strongly associated with gender, with 
gay, bisexual and transgendered men recalling such behaviour much more 
frequently than lesbian and bisexual women (x2 [1] = 17.47, p  < .0001; (j)c =. 30). 
Gay, bisexual and transgendered men were also much more likely to recall being 
ridiculed publicly ( /  [1] = 6.57,/? < .01; (j)c =. 19) or being called names at school 
[l] = 5.53, p  < .02; (j>c =. 17). However, lesbian and bisexual women were 
much more likely to recall that no one would speak to them than men (x2 [1] = 
4.61,/? < .03; (f)c =. 16). All other comparisons were not found to be significant at 
p  = .05 (see Table 5).
TABLE 5: Types of Bullying Experienced by Participants at School2
Tvpes ofBullvine Behaviour GB&T Men L&B Women Total in Studv
N  = 151 (%) 39 (%) 190 (%)
I was called names 129 (85) 27 (69) 156 (82)
I was teased 8 8 (58) 2 2 (56) 1 1 0 (58)
I was hit or kicked 1 0 2 (6 8 ) 1 2 (31) 114 (60)
I became frightened when a 
particular person looked in 
my direction
82 (54) 17 (44) 99 (52)
No one would speak to me 36 (24) 16 (41) 52 (27)
Rumours were spread about me 8 6 (57) 26 (67) 1 1 2 (59)
I was ridiculed in front of others 113 (75) 2 1 (54) 134 (71)
I was sexually assaulted 19 (13) 2 (5) 2 1 (1 1 )
They took my belongings 71 (47) 1 2 (31) 93 (49)
Other 53 (35) 1 0 (26) 63 (33)
Note: GB&T Men (Gay, Bisexual and Transgendered) 
L&B Women (Lesbian and Bisexual)
2 Total percentages exceed 100 as participants could circle more than one response.
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Name-calling and stereotypical representations o f  homosexuality 
Comparable with Kelly’s (1988) study, participants were asked to recall the 
names they were called at school. As Tables 6 and 7 demonstrate participants 
recalled names that related specifically to their actual or perceived sexual 
orientation, together with a number of other names which related to behavioural 
characteristics, features or attributions identified by perpetrators. It should be 
noted here, that those names that are reported as not being homonegative were 
recalled by participants who had also been called names about their sexual 
orientation, or had recalled one or more homonegative experiences at school. As 
the previous table identifies, 82% of participants (N = 156) reported being called 
names at school (129 men and 27 women).
TABLE 6 : Names and Labels Used by Perpetrators to Bully Gay, Bisexual 
and Transgendered Men at School {N -  129)
Homoneeative Name N Other/Uncertain Origin
AIDS victim 1 Bastard/Dirty Bastard
Arse Licker 1 Big Bum
Batty Boy 2 Big Nose
Bender/Bent 1 1 Brown Shit
Blossom 1 Creep
Bummer/Bum Boy/Bum Bandit 5 Fat Boy
Cock Sucker 1 Four Eyes
Fag/Faggot 1 0 Freak
Fruit 2 It
Gay/Gay Boy/Gay Lord 7 Mange
Girly 2 Mo
Him-She-Geezerbird 1 Mister Dandruff
Homo 6 Mummy’s Pet
Mary 1 Posh Git
Nancy/Nancy Boy 3 Scabby
Pansy 5 Shit Head
Perv/Pervert/Pervy 1 Sick
Ponce 1 Sieve Head
Poof/Poofter/Puff 45 Smelly
Queen 1 Snob
Queer/Queer Boy 33 Spotty
Quentin (Crisp) 1 Square
Rapist 1 Stain On Toast
Sailor 1 Swot
Shirt Lifter 1 Thing
Shit Stabber 1 Weed
Sissy/Sissy Boy 2
Twat 1
Wanker 2
Wanky Piss 1
Woman 1
Total 152 Total
N
2
30
Note: Each participant could list more than one name
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As Table 6 demonstrates, gay, bisexual and transgendered men were called 
numerous (31) names that could be related specifically to sexual behaviour or 
orientation. In addition names such as ‘Mummy’s Pet’ were also thought to be 
related to efieminate behaviour, but were included in the list of those names within 
an alternative or uncertain origin. The most common names or labels gay, bisexual 
and transgendered men were exposed to at school included ‘Poof/Poofter/Puff 
(45), and ‘Queer/Queer Boy’ (33). Several names related to perceived homosexual 
sexual practices (‘Arse Licker’, ‘Bummer/Bum Boy/Bum Bandit’, ‘Cock Sucker’, 
‘Shirt Lifter’ and ‘Shit Stabber’), while others emphasised gender atypicality 
(‘Fag/Faggot’. ‘Girly’, ‘Mary’, ‘Queen’, ‘Sissy/Sissy Boy’ and ‘Woman’). For 
some participants, the names they received related to the various negative 
stereotypes recounted by Gallup (1995): these included names such as ‘AIDS 
Victim’, ‘Perv/PervertPervy’ and ‘Rapist’.
In marked contrast to gay, bisexual and transgendered men, those names 
used to describe lesbian and bisexual women were few in number (4). As Table 7 
demonstrates, the most common name women remembered being called at school 
was ‘Lesbian/Lesbo/Lessie’ (15) followed by ‘Dyke’ (6). In addition, they were 
also called ‘Lemon’ (a derivative of ‘Lesbian’) or ‘Queer’.
TABLE 7: Names and Labels Used by Perpetrators to Bully Lesbian and Bisexual
Women at School (N  = 27)
Homonegative Name K  Other/Uncertain Origin TV
Dyke 6  Hippo 1
Lemon 2 Smelly 1
Lesbian/Lesbo/Lessie 15 Slag 1
Queer „ 4 Tart 1
Total 27 Total 4
Note: Each participant could list more than one name
Location o f bullying at school
As Table 8 demonstrates, generally bullying was reported occurring most 
frequently in the school yard (81%) followed by the classroom (68%) and the 
corridors (66%). A significant number of participants also recalled being bullied in
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the changing rooms before or after sports lessons (52%), and on the way home 
(62%). In addition to these locations, participants also recalled being bullied in 
numerous other places outside the school grounds (e.g. on the school bus, in the 
park, out shopping or on school trips).
TABLE 8 : Location of Bullying3
Location GB&T Men L&B Women Total in Studv
N  = 151 (%) 39 (%) 190 (%)
Corridors 103 (6 8 ) 23 (59) 126 (6 6 )
Classroom 108 (72) 2 1 (54) 129 (6 8 )
School yard 125 (83) 29 (74) 154 (81)
Changing rooms 84 (56) 15 (39) 99 (52)
On the way home 99 (6 6 ) 19 (49) 118 (62)
Other 33 (2 2 ) 4 (1 0 ) 37 (2 0 )
Note: GB&T Men (Gay, Bisexual and Transgendered) 
L&B Women (Lesbian and Bisexual)
Contingency tables analysis (x2) indicated that there were significant
associations between gender and bullying behaviour which took place either within 
the classrooms or on the way home. Gay, bisexual and transgendered men recalled 
being bullied in the classrooms (x2 [1] = 4.44, p  < .04; (j)c = .16) and on the way 
home (x2 [1] = 3.73, p  < .05; (j)c =. .14) much more than lesbian and bisexual 
women. All other comparisons were not found to be significant at p  = .05.
Frequency o f  bullying at school
In terms of the frequency of being bullied, 69% of the sample reported that it 
occurred on a regular basis (once a week or more) with the majority (56%) 
reporting being bullied several times a week. 23% said they were bullied 
sometimes and 7% recalled being bullied only once or twice. No significant 
association was found between gender and estimates of the general frequency of 
bullying (x2 [3] = 1.74, ns).
3 Total percentages exceed 100 as participants could circle more than one response.
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Age and number o f perpetrators
Generally, participants recalled being bullied by members of their own class or 
year group (82%) as opposed to pupils from upper and lower years (14% and 3% 
respectively). This pattern was not found to vary considerably according to 
gender (x2 [2] = 9.23, ns). However, a strong association was found between
gender and the number of perpetrators reported by participants (x2 [4] = 74.5,/? <
.0001; (j)c = .63). Gay, bisexual and transgendered men reported being bullied most
frequently by several young men (60%) while lesbian and bisexual women recalled 
being bullied most frequently by either groups of young men and women (49%) or 
several young women (33%). Very few men and women recalled being bullied by 
single members of the same sex (10% and 8% respectively) or opposite sex (0 and 
3% respectively).
Telling someone about being bullied (teachers or someone at home)
Very few participants (22%) reported telling their teachers about being bullied at 
school and even fewer (16%) said that they told a teacher the reason why they 
were being bullied. Significantly more women (28%) felt able to approach their 
teachers for support than men (20%) (x2 [1] = 15.48, p  < .01), although not all 
who approached their teachers disclosed why they were being bullied.
Significantly more participants (39%) felt able to tell someone at home 
they were being bullied rather than their teacher (22%) (x2 [1] = 11.28, < .001)
and, of that number, slightly more women (49%) than men (36%) said that they 
had talked to someone at home (e.g. parent, guardian or sibling; x 2 [1] = 1.97, ns).
However, only 15% (7 men and 4 women) of those who had told someone at 
home said that they had given the reason why they were being bullied by their 
peers (x2 [1] = 1.77, ns).
Intervention o f others (teachers and peers)
50% of all participants (49% of men and 54% of women) reported that teachers 
had never intervened on their behalf to stop bullying. Of the remainder 34% (38%
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of men and 28% of women; x 2 [1] = 1.37, ns) recalled teachers intervening 
occasionally and 17% (13% of men and 18% of women; x2 [1] = 0.62, ns) recalled 
them intervening sometimes. No one responded that a teacher regularly intervened 
on their behalf.
On the whole, more peers than teachers were said to intervene on the 
behalf of participants when they saw bullying taking place (x2 [1] = 8.80, p  < 
.03). Although 31% of the sample reported that peers never came to their 
assistance, 41% (45% of men and 23% of women; x 2 [1] = 6.20, p  < .01) said 
peers intervened occasionally and 27% (25% of men and 27% of women; x 2 [1] = 
3.04, ns) reported that they intervened sometimes. Only two men (1%) reported 
that peers intervened regularly on their behalf.
Bullying by teachers
28% of participants reported that they had been bullied by teachers because of 
their actual or perceived sexual orientation when they were at school (42 men and 
11 women). However, contingency table analysis indicated that there was no 
significant association between gender and the suggested bullying by teachers at 
school (x2 [2] = .25, ns) with both men and women reporting similar incidences 
(28% respectively).
Correlational analyses
Five correlational matrices were derived from the data, providing an overview of 
the nature and severity of homonegative bullying. One of the first analyses (see 
Table 9) explored the relationships between reports of the types of bullying 
behaviour participants had experienced at school and location: primarily, the 
objective of this analysis was to determine whether certain types of behaviours 
were associated with some locations more than others. The second set of analyses 
(see Tables 10 and 11) focused upon the correlates of the location of bullying: 
specifically, were there associations between recollections of being bullied in 
various locations both within and without the school and participants’ 
recollections of the frequency of such behaviour, and the number of perpetrators?
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The third set of analyses consisted of a series of gender-wise comparisons where 
reports of frequency and type of bullying behaviour experienced by participants 
at school were correlated according to sex (see Table 12); they identify whether or 
not there were perceptible associations between the types of bullying behaviours 
being perpetrated against young men and women, and the frequency with which 
such behaviours might occur. The fourth and final set of correlational analyses 
consisted of a series of gender-wise comparisons focusing upon the sex and 
number of perpetrators engaging in different forms of bullying behaviour (see 
Table 13). Here, the question was asked: were some participants more than others 
likely to report experiencing certain types of aggression when the aggressors acted 
in groups (same-sex, opposite-sex and mixed) rather than individually?
Correlational analyses o f  types o f bullying by location
Table 9 provides the phi coefficients and significance levels for the correlational 
analyses relating to types of bullying behaviour by location. As the results show, 
direct-physical behaviours such as hitting or kicking were significantly associated 
with outdoor locations such as the school yard (0 = .25, p  < .01) or on the way
home (0 = .23, p  < .01). By comparison, sexual assaults were associated with 
bullying taking place in the changing rooms of the school, most likely before or 
after sports lessons (0=  .20, p  < .05); while reports of personal belongings being
taken were related to recollections of bullying either in the school yard (0 =  .20, p  
< .05), or in the changing rooms (0 = . 16,p < .05).
Generally, direct-verbal behaviours were found to correlate most 
significantly with locations within the school building. Name-calling and labelling 
was significantly associated with locations such as the classrooms ($ = .32, p  < 
.001), corridors (0 = .23, p  < .001), changing rooms (0 = .16, /? < .05) and in 
‘other’ places (0 =  .19,/? < .05); while teasing was more likely to occur in the 
changing rooms (0=  .16,/? < .05). Having said that, participants’ reports of being
ridiculed in front of others suggested that such incidents occurred both within and 
without the school building; with the most significant associations being recorded
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in the classrooms (0 = .34, p  < .001) and corridors of their schools (<j) = .26, p  < 
.01).
Indirect or relational bullying was found to be associated with the majority 
of locations identified by the questionnaire. Being frightened by a look or stare 
was found to correlate significantly with various locations including the classroom 
0 =  .19,j?< .01), corridors 0 =  .15,/? < .05), changing rooms 0 =  .26, p  < .01), 
on the way home (0 = .25, p  < .01) and in ‘other’ places O  = .18, p  < .05).
Interestingly, no significant associations were found between location and being 
socially isolated (‘No one would speak to me’) at school (all: p  > .05). However, 
rumour mongering was significantly associated with reports of bullying taking 
place in the corridors (0 = .26, p  < .01) and changing rooms (0 = .27, p  < .01) at 
school.
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Correlational analyses o f location and frequency o f bullying 
Table 10 illustrates the phi coefficients and significance levels for the correlational 
analyses relating to the location and frequency of bullying reported by 
participants at school.
TABLE 10: Correlational Analyses of Location of Bullying by Frequency: 
Phi (0) Coefficients and Significance Levels
Frequency of Bullying at School
Location
# = 1 9 0
Once or twice Sometimes Once a week Several times 
a week
Corridors -.30*** - . 1 2 - . 0 2 .24**
Classroom _  26*** -.14 - . 0 1 .23**
School yard -.14* -.13 . 0 2 .17*
Changing Rooms - . 1 1 -.14 .03 .15*
On the way home -.27*** - . 1 0 - . 1 2 25***
Other -.08 -.09 .04 .08
Note: *(j) significant a tp  < 0.05, **(j) significant at p  < 0.01, ***0 significant at p  < 0.001 
(Pearson’s x 2 Probability)
As the results indicate, significant positive associations were found between 
reports of bullying occurring several times a week with all locations excluding 
‘other’. As expected, significant negative associations were also found between 
very occasional bullying (‘once or twice’) and locations such as the corridors (0 = 
-.30, p  < .001), classrooms (0 =  -.26, p  < .001), school yard (0 =  -.14, p  < .05), 
and on the way home (0 = -.27,/? < .001).
Correlational analyses o f location o f bullying with gender/number o f perpetrators 
Table 11 illustrates the phi coefficients and significance levels for the correlational 
analyses relating to the location of bullying behaviour reported by participants at 
school and number of perpetrators.
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TABLE 11: Correlational Analyses of Location of Bullying by Gender/Number of 
Perpetrators: Phi ($) Coefficients and Significance Levels
Gender/Number ofPerpetrators
Location 
N =  190
Mainly one 
young man
Several young 
men
Mainly one 
young woman
Several young 
women
Both
Corridors -.31*** . 0 2 . 0 0 -.04 00 *
Classroom - . 1 2 . 0 1 -.09 -.09 .16*
School yard -.2 0 ** - . 0 2 -.05 -.06 .19**
Changing rooms -.09 .03 -.05 - . 1 1 . 1 0
On the way home -.12 - . 0 1 -.16 . 0 2 . 1 0
Other .08 .03 -.06 -.05 . 0 2
Note: *(f) significant aXp < 0.05, * * 0  significant at/? < 0.01, ***(p significant at/? < 0.001
(Pearson’s x 2  Probability)
Significant positive associations were found between reports of bullying 
occurring in locations such as the corridors (0=  .18, /? < .01), the classrooms (0 = 
.16, p  < .05), and the school yard (0 = .19, p  < .01) and recollections of being
bullied by multiple perpetrators of both sexes. Interestingly, significant negative 
correlations were also found between recollections of being bullied by a single 
young man and being bullied in the corridors ($ =  -.31,/? < .001) and school y ard
(0 = -.20, /?<  .01)
Correlational analyses o f  type o f  bullying by frequency and gender 
Table 12 (p. 233) considers whether there were perceptible associations between 
the bullying behaviours perpetrated against the men and women who participated 
in this survey, and their frequency. Phi correlation coefficients and significance 
levels are provided for gay, bisexual and transgendered men, and lesbian and 
bisexual women separately, as well as for the total number of participants.
Generally, direct-physical behaviours such as hitting and kicking, or having 
personal belongings stolen were associated with reports of bullying behaviour
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occurring several times a week (p < .01), particularly for gay, bisexual and 
transgendered men (p < .001). No significant associations were found between 
reports of sexual assaults and frequency of bullying either generally or according 
to gender(p > .05).
In terms of direct-verbal bullying, significant negative correlations were 
found for both gay, bisexual and transgendered men and lesbian and bisexual 
women in terms of reporting being called names and occasional bullying (-.26 and - 
.46 respectively; p  < .01); however, a significant association was found between 
gay, bisexual and transgendered men’s reports of name-calling and being bullied 
‘once a week’ (0 = .17, p  < .05). Teasing was also found to be significantly 
associated with recollections of frequent bullying (‘several times a week’) for the 
total sample {<$> = .17, p  < .05) and, more especially for gay, bisexual and
transgendered men (0 = .18, p  < .05). Similarly, being ridiculed in front of others 
was also significantly associated with recollections of frequent bullying for the 
whole sample (0=  .24, p < .001), and, once again, especially for gay, bisexual and
transgendered men ((f) = .29, p  < .001). Significant negative associations were also
found between reports of being ridiculed at school and infrequent bullying (‘once 
or twice’ or ‘sometimes’) for both the whole sample and gay, bisexual and 
transgendered men (all:p < .01).
In terms of indirect or relational bullying, significant positive associations 
were found between being frightened by a look or stare and frequent bullying 
(‘several times a week’) for the total sample (0=  .29, p  < .001), and gay, bisexual
and transgendered men particularly (0=  .34,/> < .001). Concomitantly, significant
positive associations were found between reports of social isolation (‘No one 
would speak to me’) and frequent bullying: once again, these were found for the 
whole sample ($ = . 16, /> < .05), and gay, bisexual and transgendered men (0 = .21,
/?< .01). Surprisingly, no significant associations (positive or negative) were found 
between reports of rumour mongering and the frequency of bullying behaviour 
experienced at school.
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TABLE 12: Correlational Analyses of Types of Bullying by Frequency and Gender: 
Phi (0) Coefficients and Significance Levels (Pearson y 2 Probability)
Frequency of Bullying at School
Type Once or twice Sometimes Once a week Several times
a  week
I was called names
GB&T (N =  151) -.26** - . 1 0 .17* .09
L&B (AT =39) -.46** -.08 -.03 .13
Total (N =  190) -.32 -.07 .14 . 1 0
I was teased
GB&T -.15 . 0 0 -.18* .18*
L&B -.13 -.04 -.13 .15
Total -.15* - . 0 1 -.17* .17*
I was hit or kicked
GB&T -.16 -.18* -.07 .27***
L&B - . 2 0 .03 . 0 1 .04
Total -.16* -.15* -.03 .2 2 **
I became frightened when a 
GB&T
particular person looked in my direction 
-.24** -.30*** .01 .34***
L&B -.25 . 1 2 -.25 . 1 2
Total -.24** -.2 2 ** -.03 .29***
No one would speak to me
GB&T -.09 - . 1 2 - . 1 0 .2 1 **
L&B -.05 .15 - . 2 0 .24
Total -.07 -.04 -.14 .16*
Rumours were spread about me 
GB&T -.09 - . 1 1 .06 . 1 0
L&B . 0 1 -.16 - . 2 0 .24
Total -.07 - . 1 1 . 0 1 . 1 2
I was ridiculed in front of others 
GB&T -.21** -.26** . 0 2 .29***
L&B -.31 . 2 1 -.31 . 1 0
Total -.24** -.2 2 ** -.03 .24***
I was sexually assaulted 
GB&T - . 1 0 -.08 . 0 1 .09
L&B -.07 . 1 0 -.07 -.03
Total - . 1 0 -.05 . 0 1 .08
They took my belongings
GB&T -.14 -.14 -.16* .30***
L&B . 2 2 -.16 . 2 2 -.08
Total -.07 -.15* -.09 .23**
Other
GB&T -.03 -.06 -.03 .06
L&B -.17 -.29 .27 .18
Total -.06 - . 1 1 . 0 2 .08
Note: *(j) significant at/? < 0.05, * * 0  significant at/? < 0.01, * * * 0  significant at/? < 0.001
GB&T - Gay, Bisexual and Transgendered Men; L&B - Lesbian and Bisexual Women
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Correlational analyses o f  type o f  bullying by number ofperpetrators and gender 
The following analyses consider the relationship between those behaviours 
reported by participants in this survey, and the gender/number of perpetrators of 
bullying at school. Phi correlation coefficients and significance levels are provided 
for both genders independently, as well as for the total number of participants.
Overall, as Table 13 (shown overleaf) shows, direct-physical behaviours 
such as hitting and kicking were not found to correlate significantly with the 
gender/number of perpetrators of bullying recalled either by gay, bisexual and 
transgendered men, or lesbian and bisexual women (p > .05). However, responses 
from the total sample {N = 190) indicated that there was a significant association 
between recollections of being hit and kicked and reports of being bullied by 
several young men ($ = .18,/? < .05). Only one significant association was found
between reports of sexual assault and the gender/number of perpetrators: reports 
of sexual assault by lesbian and bisexual women {N = 2), were positively 
correlated with recollections being bullied by several young women (0 = .33, p  <
.05). In terms of having personal belongings taken, reports from gay, bisexual and 
transgendered men were positively correlated with recollections of being bullied 
by both young men and young women {<j>= .11,p <  .05).
Direct-verbal bullying behaviours such as name-calling and labelling were 
found to be significantly related to recollections of being bullied by both young 
men and young women for both lesbians and bisexual women (0 = .31, p  < .05)
and for the total sample (0 = .14,/? < .05). In addition, reports by gay, bisexual 
and transgendered men indicated that name-calling was negatively associated with 
recollections of being bullied by one young man(0 = -.25,/? < .01), with a similar 
pattern emergingfor the sample as a whole (tp = -.16, p  < .05). Teasing was found 
to correlate (negatively) with lesbian and bisexual women’s recollections of being 
bullied by several young men (0 = -.33, p  < .05), while rumour mongering was 
found to correlate negatively with gay, bisexual and transgendered men’s 
recollections of being bullied by mainly one young man (0=  -.15,/? < .05).
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TABLE 13: Correlational Analyses of Types of Bullying Behaviour by Gender/Number of 
Perpetrators: Phi (0) Coefficients and Significance Levels (Pearson %2 Probability)
Gender/Number ofPerpetrators
Type Mainly one Several young Mainly one Several young Both 
young man men young woman women
I was called names 
GB&T (#=151) 
L&B (#  = 39) 
Total (N  = 190)
-.25**
.19
-.16*
.06
.22
.14*
- / -
-.22
-.17*
.12
.35*
.28***
.13
.31*
.14*
I was teased 
GB&T 
L&B 
Total
-.13
.14
-.09
.02
.33*
.05
- / -
.06
.02
.10
.18
.09
.08
-.07
.04
I was hit or kicked 
GB&T -.10
L&B -.11
Total .04
.10
-.19
.18*
- / -
.19
.14
.08
.00
.12
.06
.24
.04
I became frightened when a particular person looked in my direction
GB&T
L&B
Total
-.10
-.14
-.09
-.03
-.25
-.02
- / -
.13
-.04
.01
.15
.01
.10
.03
.05
No one would speak to me 
GB&T -.14
L&B -.14
Total -.15*
.15
.24
.20* *
- / -
.24
.08
.07
.41*
.21* *
.27**
.08
.20* *
Rumours were spread about me 
GB&T -.21*
L&B -.23
Total. -.21* '
.02
.41**
.09
- / -
.20
.10
.02
.04
.04
.16*
.15
.17*
I was ridiculed in front of others 
GB&T -.17*
L&B -.18
Total -.14
.01
.31
.04
- / -
.12
.11
.07
.00
.11
.12
.29
.13
I was sexually assaulted 
GB&T -.06
L&B -.04
Total -.05
.02
.07
.02
- / -
.07
.05
.04
.33*
.02
.07
.23
.01
They took my belongings 
GB&T -.01
L&B .24
Total .04
.13
.19
.07
- / -
.02
.03
. 1 1
. 1 2
.06
. 17*
.09
.08
Other
GB&T
L&B
Total
-.01
.28
.03
.06
.17
.06
- / -
.17
.09
.09
.08
.04
.04
.02
.04
Note: *(j) significant at /> < 0.05, **0 significant at/? < 0.01, * * * 0 significant at/? < 0.001
GB&T - Gay, Bisexual and Transgendered Men; L&B - Lesbian and Bisexual Women
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In terms of indirect or relational bullying, no significant associations were 
found between participants responses (male and female alike) with respect to their 
reports of having been frightened by a look or stare, and their recollections of the 
gender and number of perpetrators. In contrast, a positive and significant 
association was found between gay, bisexual and transgendered men’s 
recollections of being socially isolated (‘No one would speak to me’) and being 
bullied by both young men and young women ((f) = .27, p  < .01). Similarly, among
lesbian and bisexual women, a positive and significant association was found 
between their recollections of having been socially isolated, and their reports of 
having been bullied by several young women (0 = .41, p  < .05). Recollections of
having been the victim of rumour mongering were found to negatively correlate 
with those relating to being bullied either one or more young men, however, gay, 
bisexual and transgendered men who reported having rumours spread about them 
were also more likely to report having being bullied by a group including both 
young men and young women (0=  .16, p  < .05). No significant associations were 
found in terms of gender/number of perpetrators and the response ‘other’ for 
types of bullying behaviour (p > .05).
Avoidance of school
85 participants (48% of the total sample) answered questions relating to 
avoidance of school as a result of bullying. Of that number, 63 (74%) reported 
avoiding school (42 men and 21 women; [1] = 0.02, ns). When those who had
avoided school were then asked about the methods they employed, 50% reported 
feigning illness, 42% said that they played truant, and 5% said they avoided 
school in other ways. By comparison, when they were asked how often they 
avoided school, no significant differences were found between sexes in terms of 
the frequency of such behaviour (y? [3] = 3.05, ns) with 81% reporting avoiding
school sometimes or more often, including 22% (15) who admitted missing school 
at least once a week with 16% (11) who admitted avoiding school several times a 
week.
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Friendships and social isolation at school
The majority of participants in this study (59%) recalled having at least two or 
three good friends or more when they were being bullied. 24% reported having one 
good friend and only 18% recalled have no good friends at the time they were 
being bullied. When these results were compared according to gender, this pattern 
was not found to differ significantly Of [3] = 0.48, ns). However, when asked
how often they were left alone in the school yard, 67% of participants reported 
being left alone ‘sometimes’ or more often with 50% reporting being left alone at 
least once a week and 10% recalling being left on their own several times a week. 
Only 18% recalled never being on their own in the school yard. Once again, this 
pattern was not found to vary significantly according to gender (jf [4] = 2.83, ns).
To gain further insights in the social world of participants when they were 
at school, a series of bivariate correlations (Spearman’s rho) were conducted using 
three questions: ‘How often were you bullied at school’, ‘When you were in the 
school yard, were you ever left alone because no one wanted to associate with 
you?’ and, ‘How many good friends did you have in school ?’ Being alone in the 
school yard was found to correlate negatively with the number of good friends a 
person had (rs [189] = -.453, p  < .001), suggesting that those participants who 
recalled being alone more often in the school yard also recalled having fewer good 
friends. By comparison, being alone in the school yard was found to correlate 
significantly (and positively) with the frequency of being bullied at school (rs 
[187] = .279, p  < .001). The correlation between number of good friends and the 
frequency of bullying was found to be negative, but not significant at p = .05 (rs 
[189] = -.125, ns).
Discussion
In the introduction to this chapter, I outlined the aims and objectives of the survey 
of bullying at school, highlighting those questions explored in the analysis. In this 
section, I discuss those findings with respect to the theories and hypotheses 
proffered by previous researchers, and identify those remaining questions yet to 
be answered. To begin with however, I have provided a commentary on the 
reliability of retrospective recall using the data gathered from the sub-sample of 60
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participants who completed the survey instrument on two separate occasions, 12- 
14 months apart (see Chapter 3, pp. 172-177).
Retrospective reports of bullying at school: test-retest reliability of recall 
The findings from the analysis of the responses of 60 participants who were sent 
the survey instrument at two time points (see pp. 172-177) have a number of 
implications for this study and other developmental researchers using 
retrospective recall as a research method. Firstly, as the results have shown, 
generally there was a great deal of consistency in terms of participants’ ability to 
recall significant periods in their chronological development at a 12-14 month 
interval. This suggests that they were able to identify milestone points in their 
personal histories, and consistently place them within a lifespan chronology of 
events (see Table 3. p 174). As Tulving(1962) argued, individuals are more likely 
to recall events from their respective pasts where there are a number of ‘temporal 
landmarks’ upon which to base a chronology of events, and thus, by implication 
provide an estimation of both time and duration. Similarly, as Rubin et a l (1986) 
demonstrated in their review of literature, recollections of events occurring in the 
second and third decades of life are more likely to be recalled accurately than those 
occurring at any other period across the lifespan (save recent events) due to the 
increased number of ‘temporal landmarks’ or personally important first events 
that occur between the ages of 11 and 30 years. Indeed, this hypothesis was 
supported by the data from the reliability study: participants showed a great deal 
of constancy and accuracy in placing their bullying experiences within a 
chronological framework in terms of estimating its frequency and duration. 
Contrary to Neisser’s (1982) hypothesis, these results did not suggest that they 
had revised their ‘schemas’, or had based their judgements of duration upon an 
adult’s understanding of childhood experiences (i.e. their attributions about ‘why’ 
they were being bullied seem to have remained relatively constant over the 12-14 
months). Having said that, it is also worth noting here that, in terms of assessing 
the duration of bullying experienced at school, the degree of concordance between 
the Pearson product-moment correlation and the intra-class correlation varied 
considerably (.43 and .33 respectively), which suggests that, despite the 
significance of their relationship {p < .01), there was much more variance in
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participants’ estimates between times 1 and 2 than identified solely by Pearson’s 
r.
Interestingly, participants were found to be inconsistent about the age 
they first knew they were lesbian, gay or bisexual. In line with Greenwald’s 
(1980) theory, one possible explanation for this outcome suggests that their 
attributions relating to feelings or assumptions about the origins of their sexual 
orientation may have been subject to some form of contamination between times 1 
and 2. However, if  one follows the logic behind Greenwald’s argument, one would 
expect the mean age at which participants recognised their sexual orientation to 
have decreased between surveys because of their better understanding of the 
research objectives at time 2. Thus, it is suggested that they would have been more 
likely to identify themselves as lesbian, gay or bisexual earlier, making a causal 
link between their early experiences of bullying and self-identification as lesbian, 
gay and bisexual (i.e. they perceived perpetrators’ homonegative behaviour 
towards themselves as being a point in time when their sexual orientation became 
an issue for others and thus, by implication, for themselves). However, as Table 3 
(p. 174) demonstrates, in this study the opposite was true: the mean age at which 
participants recalled recognising the origins of their ‘difference’ from peers 
increased from 11.8 years to 14.5 years. In effect, this indicates that they were 
more conservative in their estimations at time 2 than at time 1. Although this 
inconsistency did not assist me in establishing the reliability of the questionnaire, 
it did suggest that the question ‘At what age did you know you were lesbian, gay 
or bisexual?’ required reconsideration, perhaps dividing it in two: ‘At what age did 
you first realise that you were ‘different’ from your peers?’ and, ‘At what age did 
you know you were lesbian, gay or bisexual?’.
Although no significant differences were found between participants 
estimates of the frequency of the bullying they experienced between times 1 and 
2, it was likely that such experiences fluctuated weekly. However, the Wilcoxon 
matched-pairs signed-ranks tests suggested that this group may have been subject 
to particularly severe bullying in that the majority of participants reported being 
bullied ‘several times a week’, though this hypothesis was not explored at the
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time. Indeed, as previously noted, research focusing upon the general prevalence 
of school bullying has shown that there is a significant decline in the number and 
frequency of reported cases as pupils grow older (see Olweus, 1993; Whitney and 
Smith, 1993). Thus, participants’ reports would seem to suggest that where the 
issue is one of actual or perceived sexual orientation, then, potentially, the age- 
related decline previously reported by researchers looking at the general 
prevalence of bullying among school-aged populations would not seem to hold 
true. Having said that, the fact that participants in this study were asked to make 
a global estimate of the frequency of such behaviour, often occurring over a five 
year period or more, does, in practice, provide for a substantial margin of error in 
reporting, although research by Tulving (1962) and Rubin et al. (1986) might 
suggest otherwise.
Assessing the severity of bullying experienced at school has been 
particularly problematic for researchers using categorical and ordinal scales, 
especially when they have attempted to correlate their findings with other interval 
scales. As reported in Chapter 3 (p. 171), previous attempts to estimate the 
severity of bullying at school using Olweus’ (1991) questionnaire have involved 
the use of composite scoring procedures, collapsing 3-5 self-report items into one 
global estimate. Unfortunately, very little information has been provided by 
Olweus relating to the way in which items were identified for inclusion in his 
global estimate of the severity of bullying. Given that Olweus’ questionnaire was 
primarily categorical, originally scores were derived by weighting items as the 
following example illustrates (weightings are shown in parentheses):
In what grade is the student or students who bullied you?
A I haven’t been bullied in school this term (9)
B in my class (1)
C in a different class but same grade as me (2)
D in a higher grade (3)
E in a lower grade (4)
F in a different grade (5)
Chapter 4: Bullying at School: Survey Results and Discussion
In effect, this strategy provided quasi-interval data that could then be 
collapsed to produce a global score, however, as previously noted, little 
information was volunteered relating to the process by which items were chosen 
for inclusion. For example, the coefficients for the Pearson product-moment and 
intra-class correlations for the composite scores relating to types of bullying 
behaviour were at a considerable degree of variance in the reliability study (.59 and 
.47 respectively). This would suggest that composite scoring procedures are 
potentially prone to type 1 errors, and, therefore, caution should be exercised in 
their usage (see Everitt and Hay, 1992). According to Hershberger (1998, personal 
communication) one of the methodologies that may be employed in determining 
the appropriate items to be included in a composite score is exploratory factor 
analysis. Thus, a global estimate of bullying would be derived from the statistical 
relatedness of a cluster of items from the questionnaire. Alternatively, a global 
estimate could also be derived intuitively, by combining items that are perceived 
by the researcher to measure different aspects of the same variable. To determine 
the functionality of the composite score, each constituent item would then be 
correlated with the composite, and assessed for reliability using coefficient alpha 
(a). Notwithstanding, Leymann and Gustafsson (1996) in their studies of bullying
at work have argued that duration (span over years/months) is probably the most 
appropriate index of severity available, although it does not take into account the 
magnitude of bullying in daily life.
In the reliability study, the fact that participants were particularly good at 
recalling where they said bullying had taken place indicates that memories for 
location may be embedded in their recollections of such incidents and suggests that 
retrospective reports for childhood events which impact personally upon the 
individual are much less likely to be subject to contamination across time than 
those where the individual is a witness or observer. However, several studies have 
shown that memory for location is often imprecise for both immediate and 
delayed recall (see Lansdale, 1998 for a review). While Lansdale’s review focuses 
primarily upon recall for the spatial location of objects in laboratory studies, he 
does imply that these findings hold ecological validity for applied research. 
However, because much of the research focusing upon spatial awareness does not
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necessarily consider whether or not participants have an emotional investment in 
the process of recollection, it remains unclear whether or not purported limitations 
in recollections for location apply to studies similar in nature to the present. 
Nevertheless, as Baddeley (1979) and Ross and Conway (1986) conceded earlier, 
in most cases, an individual’s recall for past events will remain relatively accurate 
across time, and especially where such recollections relate to highly emotional and 
personalised negative experiences (see Rubin and Kozin, 1984; Robinson, 1986; 
Rubin et al 1986; Wagenaar, 1986; Conway and Bekerian, 1987; Wright and 
Gaskell, 1992; Olweus, 1993b; Shum, 1996).
While the results show that particularly strong associations were found 
between participants’ recollections for some locations more than others at a 12-14 
month interval (the school yard, in the changing rooms, and on the way home) it 
may be argued that popularly held beliefs about the nature of bullying behaviour 
would have predisposed them to indicate that such behaviours had occurred in 
these locations because that is where they would have expected them to have 
taken place. Indeed, although the probability values for locations such as the 
corridors or classrooms were found to be significant (p < .01), it was clear that 
participants were, on the whole, less accurate in these estimations. This may have 
been partly to do with the fact that they were also less likely to recall indirect 
bullying behaviours such as rumour mongering (0 = .021, ns) or teasing ($ = .23,
ns) which, it may be argued, were likely to occur within the school building as well 
as without. Having said that, recollections of non-verbal behaviours such as being 
frightened by a particular person’s look or stare (a behaviour likely to occur in the 
classroom also) were very significantly associated between times 1 and 2 (p < 
.001), which again suggests that the accuracy of memories for past events may be 
assisted if  the individual can recall their emotional reactions at the time. Indeed, 
anecdotal evidence taken from Fricke’s (1981) autobiographical account of 
victimisation in a high school setting, demonstrates that such events can be 
recalled with great clarity (see pp. 28-29).
As stated above, participants may have been much better at recalling some 
locations more than others because that is where they would have expected
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bullying to have taken place. Such distortions of memory Baddeley (1979) 
described as conventionalisation (see Chapter 3, pp. 159-160), and it is worth 
considering its relevance to the current findings. As Baddeley demonstrated, 
conventional responses occur most frequently when a researcher requires the 
participant to retell or reconstruct a story they have heard. These include word 
substitutions (e.g. ‘canoe’ becomes ‘boat’) or the use of stereotypical 
representations in the recall of ambiguous material. However, participants in this 
study were not being asked to recall a story they had heard, but were asked to give 
an account of their own subjective experiences of being bullied. Thus, it seems 
unlikely that conventionalisation was an intervening variable in the ability of 
participants to recall their experiences accurately. Furthermore, as Menneer 
(1979) pointed out, where the interest in a subject is high, the researcher can be 
relatively confident that the incidence of mis-reporting will be low. In addition, the 
fact that participants in this study were self-selecting and had some interest or 
investment in the subject meant that I could, in theory, retain confidence in the 
accuracy of their recollections between times 1 and 2.
In terms of the nature of the bullying experienced at school, while 
participants were more likely to be constant in their recall of behaviours that 
would usually take place in front of peers (e.g. being called names, being hit or 
kicked, or being ridiculed), as I have indicated in the preceding paragraphs, they 
also recalled being bullied in a particularly subjective manner (i.e. being frightened 
by a look or stare; having belongings taken) with great consistency. Again, these 
results suggest that they were much better at remembering incidents in which they 
were directly rather than indirectly bullied (whether they were physically, 
verbally or psychologically confrontational), and where the emotional reaction 
was likely to have been much more stark. However, indirect behaviours such as 
rumour mongering were not recalled with clarity, and this suggests that they did 
not necessarily impact upon participants’ memories. Indeed, it may be argued that 
such behaviours may not be suited to self-report style questionnaires and, 
therefore, may require researchers to be sceptical about their accuracy even after a 
short interval. In addition, as the results show, there was little consistency in 
terms of participants’ recollections of teasing which, although often inferred as
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being akin to verbal bullying, has a number of less threatening connotations and 
thus may have been ambiguous in its meaning.
Generally, the findings from the reliability study would also seem to 
contradict the hypothesis that more emotionally laden recollections are potentially 
less likely to be recalled accurately over time. It seems that direct or 
confrontational behaviours whether physical, verbal or psychological were recalled 
with greater consistency because they more likely to provoke an acute emotional 
response than indirect behaviours. Indeed, as Fricke’s (1981) example 
demonstrates, the revisitation of an emotional reaction may actually facilitate 
recall rather than have a detrimental effect upon it.
Overall the data presented in Chapter 3 (pp. 172-177) indicated that 
retrospective reports were not prone to many of the inconsistencies suggested by 
previous researchers (e.g. Lewinsohn and Rosenbaum, 1987). Although Olweus’ 
(1991) questionnaire may not be suited entirely to long-term recollection, the 
evidence presented here, and by Olweus himself (see Olweus 1993b), suggests 
that, on the whole, retrospective self-reports of bullying at school tend to be both 
stable and accurate over time.
The nature of homonegative bullying and stereotyping
One of the first questions to be addressed in the survey of bullying at school (N  = 
190) focused upon the nature of the homonegativism participants recalled being 
exposed to during their time in statutory education, and the stereotypes that 
underpinned such behaviour. As previously stated. Allport (1954) argued that 
where an attitude, belief or behaviour is prejudicial, it is usually the result of the 
propagation of unwarranted stereotypes that seek to promote the assumption of 
higher social status by those who hold authority or those who constitute the 
majority. To explore the nature of the prejudice participants were exposed to at 
school, not only were they asked to complete a revised version of the bullying 
questionnaire used by Smith and his colleagues in the UK, but using a 
methodology similar to that employed by Kelly (1988) in Manchester, 
participants were also asked to list those ‘names’ they were called thus providing
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an index of the stereotypical representations that young people have been exposed 
to concerning homosexuality.
As previously noted in Chapter 1, various studies have documented both 
age and gender differences in the types of bullying behaviour experienced at school 
by young people (Lagerspetz et a l, 1988; Bjôrkqvist et a l, 1992; Whitney and 
Smith, 1993; Rivers and Smith, 1994; Salmivalli et al, 1996). However, while 
Warren’s (1984) study made general references to the experiences of young lesbian 
and bisexual women, very little information was offered relating to gender 
differences in the types of victimisation they experienced at school. In contrast, 
while Pilkington and D’Augelli (1995) did compare the experiences of the male 
and female youth who participated in their survey, their results showed that 
lesbian and bisexual young women were more likely to report being victimised 
(35%) than gay or bisexual young men (30%) - a result which does not fit the 
mould of previous reports of female bullying.
Given that very little continues to be known about gender differences in 
the nature of homonegativism specifically, one of the objectives of the present 
survey was to ascertain whether or not Pilkington and D’Augelli’s (1995) findings 
were reflected in the experiences of a British sample of lesbians, gay men, bisexual 
and transgendered men and women bullied at school. Furthermore, building upon 
Rivers and Smith’s (1994) proposition that older pupils are able to utilise indirect 
methods of bullying more effectively than young pupils, this survey sought to 
establish whether or not older perpetrators used indirect behaviours more 
frequently than same-age or younger perpetrators. Finally, this survey also 
addressed the question of whether the negative attitudes perpetrators had about 
homosexuality and their belief that they constituted the situational norm would 
have had an effect upon the expression of aggression (Postmes and Spears, 1998). 
Thus, it was hypothesised that where anti-homosexual attitudes were perceived to 
be the situational norm by perpetrators of bullying behaviour, they would 
promote the use of more direct forms of bullying behaviour (physical and verbal) 
by same-age peers, especially boys and young men (cf. Salmivalli e/ al, 1996).
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Name-calling, labellingandstereotyping
As Table 5 (p. 221) demonstrates, name-calling and being ridiculed in front of 
others were the most frequently cited forms of bullying experienced by 
participants (82% and 71% respectively). In line with both Allport’s (1954) and 
Gallup’s (1995) stereotyping hypotheses, lesbian, gay, bisexual and transgendered 
participants were, for the most part, called names that related specifically to their 
sexual orientation and, among gay, bisexual and transgendered men, such names 
tended to focus upon perceived homosexual practices (e.g. ‘Arse Ticker’), gender 
atypicality (e.g. ‘Sissy/Sissy-boy’), and presumptions of illness/abnormality (e.g. 
‘AIDS Victim’). According to Gallup (see also Gallup and Suarez, 1983), 
homonegativism arises from a general belief in Western cultures that gay men are 
sexually coercive, and are more likely to abuse children or lead them into 
homosexuality. This view is supported by Mac an Ghaill (1994) who found that 
the young men in his study believed that being in close proximity to a gay man 
would not only have an effect upon their own sexuality, but might also have a 
more sexually invasive connotation:
I’m not against gays as long as they don’t touch me (p. 94).
They must be looking at you, undressing you in their minds. They’re just sick
(p. 95).
As noted above, support for Gallup’s (1995) hypothesis was found in this 
study. The types of names gay, bisexual and transgendered men were called were 
much more varied, and much more focused towards conceptions of 
illness/abnormality, gender atypicality and homosexual sexual practices, than 
those applied to lesbian and bisexual women. Similarly, the names and labels gay, 
bisexual and transgendered men were called also reinforce Mac an GhailTs (1994) 
suggestion that schools are masculinising agents, that require boys and young men 
to earn their masculinity through a process of conformity. Where such conformity 
is not in evidence, those who are perceived to be different are ridiculed and 
provided with an alternative status within the group. Furthermore, as Rigby 
(1997) suggested in his brief discussion of the impact of HIV/AIDS on bullying 
behaviour, the purpose of such names or labels is also to deflect criticism away 
from the perpetrator, by drawing attention to the actions, behaviours, or
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demeanour of others who are less able to defend themselves. Thus, calling another 
boy ‘gay’ is not only a method by which other boys identify those who do not 
conform, it is also a means by which they highlight the fact that they are 
conforming. As I noted in Chapter 1 (p. 40) this view of name-callingis somewhat 
reminiscent of both Klein’s (1946) theory of projection where the individual 
transfers unacceptable aspects of her/his own personality that are normally 
repressed onto others, and Coffman’s (1968) theory of the existence of a 
subliminal ‘ideal’ within society where all must accentuate or seek to attain it or 
face ridicule and criticism. Indeed, as Rigby pointed out, following the advent of 
HIV/AIDS during the early 1980s, names that are associated with homosexuality 
have become much more potent in terms of their impact upon victims of bullying, 
and thus those who do not accentuate the heterosexual ‘ideal’ are relegated to the 
group labelled ‘faggots’, identifying them to others as individuals from whom they 
should stay clear.
While the correlational analyses (p. 230) demonstrated that, for the 
majority of participants in this study, bullying was a frequent occurrence (‘several 
times a week’), and suggested that their ‘out-group’ status was constantly being 
reinforced by perpetrators and their cohorts, unfortunately very few of the 
associations were significant, thus they did not offer a clear indication of who the 
perpetrators were likely to be (in terms of their gender and number). Having said 
that, being socially isolated was significantly associated with being bullied by 
groups of young men and young women, and, based upon Craig and Pepler’s 
(1995) observation of Canadian school children, this suggests that once a 
pejorative name or label was associated with a particular individual, peers would 
either collaborate with the perpetrator(s) or would keep their distance. Indeed, 
analysis of the data provided by participants relating to friendships at school, 
indicated that being alone in the school yard not only correlated negatively with 
the number of friends they had when they were being bullied 0 <  .001), but it also 
correlated (postively) with frequency of being bullied (p < .001). Such a scenario 
is very reminiscent of the seventh stage of Lemert’s (1967) model of labelling 
wherein the victim is, ‘isolated and vulnerable and unable to call on support from 
others’ (Besag, 1989, p. 46). However, Lemert also argued that once a name or
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label is ascribed, the victim ‘fully accepts the role which has been allocated to 
him/her’ (p. 46). The idea that a pupil ‘fully accepts’ the role they have been 
allocated by their peers is problematic. It suggests that where a name or label 
relates to a person’s sexual orientation they may actually take on a homosexual 
identity and, perhaps, act out those behaviours popularly associated with being 
‘gay’. This would seem to be an over-simplification of the effect of name-calling 
and labelling upon a young person, and, as I outline below, may be interpreted 
differently.
As I noted in Chapter 1 (pp. 15-16), Olweus’ (1978) assertion that 75% 
of the those children he identified as victims of bullying behaviour were ‘clumsy 
children’ was potentially flawed because he had inadvertently ‘bought into’ a self- 
fulfilling prophecy. He drew heavily upon the fact that male victims (whom he 
described as ‘whipping boys’) were physically weaker than their aggressors 
which, together with ‘a certain sensitivity and anxiousness, lack of assertiveness 
and self-esteem’ (p. 140), he believed contributed to their social rejection at 
school. However, as I pointed out, such a profile does not necessarily equate with 
motor deficiency. It could also be argued that children, especially boys, who are 
physically weaker than their peers, and are anxious in social situations, are more 
likely to fail or, at the very least, are likely to be perceived as being unable to 
compete effectively with their peers in activities such as sports where good eye- 
hand co-ordination is required. Thus, such a negative appraisal by peers and, 
correspondingly, by teachers could result in a boy being relegated or otherwise 
passed over in sporting activities which would not only promote further the 
popular perception of his poor co-ordination skills, but also deny him the 
opportunity to practice those skills and thus improve upon them. This argument 
can also be employed when considering Rigby’s (1997) observation relating to 
those children who were labelled ‘Fats’ (if girls) and ‘Faggots’ (if boys) by their 
peers because they were unable to contribute to sporting activities (see p. 40). 
While it has been argued that each child or young person has the potential to rid 
herself/himself of her/his label by being given the opportunity to demonstrate 
her/his proficiency in one or another culturally valued activity, it is clear that the 
unwillingness of peers to surrender a name once established often means that the
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cycle of abuse can continue until a young person leaves school. Therefore, rather 
than a child or young person accepting a name or label as part of their social 
identity (as Lemert, 1967, suggested), they may not be given the opportunity to 
effectively challenge such a name or label and thus it becomes part of their social 
identity for others.
Age differences in bullying behaviour
It will be recalled that Rivers and Smith’s (1994) study indicated that older pupils 
utilise more indirect methods of bullying more effectively than younger pupils, 
and this survey set out to consider whether participants’ experiences of being 
bullied varied as a function of the age of the perpetrator(s). However, it will also 
be recalled that, based upon Postmes and Spears (1998) argument, it was also 
suggested that where negative attitudes or beliefs about homosexuality constituted 
or were perceived to constitute the situational norm, they would have an effect 
upon the expression of aggression. Thus, it was argued that where anti­
homosexual attitudes were perceived to be the norm, perpetrators would use more 
direct forms of bullying behaviour (physical and verbal).
As I have indicated in the preceding section, there was partial support for 
the second hypothesis suggesting that the perceived acceptability of anti­
homosexual attitudes was likely to have an effect upon the expression of 
aggression. Reported frequencies of bullying among both gay, bisexual and 
transgendered men, and lesbian and bisexual women were high with 69% of 
participants reporting being bullied ‘once a week’ or more. It has been intimated 
that, concomitant with Pilkington and D’Augelli’s (1995) study, the relative 
frequency with which participants were bullied at school may have been a 
consequence of the fact that 50% of the lesbian and bisexual women and 21% of 
gay, bisexual and transgendered men and ‘come out’ while still of school age.
By comparison, little support was provided by the data for the first 
hypothesis: that older perpetrators would use more indirect methods of bullying 
that younger and same-age peers. As the results on page 225 have shown, 82% of 
participants were bullied by members of their own class or year group, with 14%
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being bullied by pupils older than themselves and 3% by pupils who were 
younger than themselves. Statistically, the frequencies were not large enough to 
conduct an analysis of the data, however, two interesting points arose from a 
consideration of the ramifications of these data. First of all, much of the bullying 
participants were exposed to seems to have been localised within their own class 
or year group. This suggests that homonegative bullying may not have been 
school-wide, but concentrated specifically to those classes in which victims sat. If 
this were found to be the case more generally via a prospective study, it suggests 
that, where homonegativism is found, intervention strategies implemented on a 
class by class basis may be more effective than whole school strategies, ensuring 
that the appropriate level of intercession is excerised without drawing undue 
attention to the issue - especially where parents are concerned about the welfare 
of younger pupils. Secondly, as the data illustrated, homonegative bullying was 
rarely carried out by individuals of either sex (10% among men and 8% among 
women); it was generally a group activity where the perpetrators), their cohorts 
and bystanders forcibly ostracised individuals who did not conform to the 
institutionally avowed standard. If, as Mac an Ghaill (1994) suggests, that among 
young men ‘masculinity’ is prize that has to be earned, then the inherent 
competition within the traditional educational philosophy would, by design, seek 
to separate out or otherwise identify those who accentuate ‘masculinity’ and 
those who do not. As the results show, the victimisation experienced by gay, 
bisexual and transgendered men in this study was primarily perpetrated by groups 
of young men who, it is suggested, were ensuring that they would not be 
associated with an individual who did not conform in order to promote their 
chances of achieving the prize of ‘masculinity’.
If one follows the logic underpinning Mac an Ghaill’s (1994) sociological 
analysis of statutory education (a similar view is shared by Askew and Ross, 
1989), it then becomes apparent that, in order to facilitate a change in behaviour, 
there must be a concomitant change in the philosophy or ethos of the educational 
system. This proposition has been supported by two qualitative studies 
conducted in the South East of England focusing upon the Steiner or Waldorf 
system of education (Soutter, 1996; Rivers and Soutter, 1996).
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In their two year qualitative study of the nature bullying behaviour in a 
Steiner School, Rivers and Soutter (1996) noted that the co-operative ethos of the 
school had facilitated an appreciation of difference and diversity among its pupils, 
which seemed to have had a positive effect upon reducing level of overt (physical 
and verbal) aggression. According to Henry (1992), the Steiner system of 
education has an ethos which ‘promotes a set of values which embraces a view of 
the natural and social worlds as a single interacting community with reverence for 
nature as a central focus’ (p. 361). There are no hierarchies within the school, all 
decisions are taken collectively by the college of teachers where time is taken to 
listen to each others’ opinions and to reach a conclusion which satisfies all. All 
staff (teachers, grounds men and secretaries) are paid the same salary and this is 
seen as being essential to both the organisation and sense of inclusiveness found 
within the school. The Steiner system teaches its pupils that ‘people are in fact 
equal and have equal rights to feel safe and happy at school’, with the teachers 
modelling the process of valuing and respecting others (p. 361). However, in 
addition to the general school ethos, the education of young people is not 
distributed across all members of the teaching staff, it is limited to the form 
teacher and a small group of specialists. Thus, the class becomes the focal 
educational unit, and the pupils and their teacher develop a very strong bond to 
each other, taking interest in each other’s welfare. Consequently, behavioural 
disruptions rarely extend beyond the class unit, and are usually resolved quickly.
An example of the efficacy of the Steiner system of education in resolving 
disruptive behaviour was provided by Soutter (1996) in her longitudinal study of 
three boys with gender identity disorder in childhood. In this study, Soutter 
described how all three boys were integrated into the school and welcomed by 
their class mates without incident because both teachers and the school’s 
educational psychologist openly demonstrated their support for the boys. 
According to the author, the teachers did not draw attention to the boys’ gender 
atypicality, rather they treated them as they would treat any other member of the 
class. Soutter argued that it was necessary for these young men to be given the 
space within a non-judgmental environment to work through their gender identity
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issues, and to reach a decision with which they felt comfortable. As she 
concluded, such space could only have been provided by a Steiner school where 
class mates were taught to focus upon the similarities rather than differences 
between themselves and the boys, and where the teachers did not attempt to alter 
the boys’ behaviour by enforcing gender stereotypes, thus reducing their (the 
boys’) personal discomfort with being ‘different’, and also the potential for long­
term psychiatric disturbance.
Gender differences in bullying behaviour
In their study of victimisation among 194 lesbian, gay and bisexual young people, 
Pilkington andD’Augelli (1995) reported finding a higher rate of physical violence 
directed against the young lesbian and bisexual women when compared to young 
gay and bisexual men. In their analysis of the results, they suggested that such a 
finding may be a direct consequence of the differing nature of social relationships 
among young men and young women. They maintained that young women are far 
more likely to disclose personal information to their friends than young men, and 
because of this they have argued that the young women in their survey 
experienced more physical abuse because peers knew they were lesbian or bisexual 
whereas they only perceived or suspected the young men of being gay. In this 
survey, background data provided by participants showed that while 50% of 
lesbian and bisexual women had disclosed their sexual orientation to at least one 
other person by 16 years of age, only 21% of gay, bisexual or transgendered men 
said that they had similarly done so. While these data support Pilkington and 
D’Augelli’s belief that young women are more likely than young men to disclose 
or ‘come-out’ earlier, in this survey the data did not provide an explanation for the 
reported gender differences in the incidence of physical violence at school. 
Significantly more gay, bisexual and transgendered men reported having been hit or 
kicked than lesbian and bisexual women (68% and 31% respectively). However, 
the reported incidence of direct-physical bullying perpetrated against lesbian and 
bisexual women in this study was marginally higher than that reported by 
Pilkington and D’Augelli (29%), and considerably higher than current estimates of 
its general prevalence among the school-aged female population (24% in primary
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schools and 5% in secondary schools; see Rivers and Smith, 1994), and this 
requires consideration.
If one accepts the proposition that young women are more likely to 
disclose their sexual orientation to their peers than young men, it is arguable that 
in cases where schools did little to challenge the homonegative language and 
behaviour of both pupils and teachers, they may have been seen to be condoning 
homonegativism (albeit unintentionally) by their passivity, thus giving inadvertent 
licence to pupils to utilise more direct methods of bullying or harassment - 
especially where an individual was known to be lesbian, gay or bisexual. Such a 
scenario is reminiscent of Postmes and Spears (1998) hypothesis suggesting that 
where negative attitudes or beliefs are perceived to constitute the situational norm, 
they will ultimately have an effect upon the expression of aggression. 
Consequently, where anti-homosexual attitudes were not acted upon by teachers 
or the school generally, this could, in effect have promoted the use of more direct- 
physical forms of bullying behaviour by peers. Nevertheless, as the results in 
Table 5 (p. 221) demonstrate, the evidence from the present study also support’s 
Salmivalli et alCs (1996) suggestion that, among boys and young men, physical 
aggression may be used as a method to determine the ‘unofficial’ social order: gay, 
bisexual and transgendered men were not only more likely that lesbian and bisexual 
women to recall being hit or kicked at school, they were also more likely to recall 
being bullied by groups of young men (60%) (see also Olweus, 1994).
Having said that, given that more lesbian and bisexual women had disclosed 
their sexual orientation to another by 16 years of age when compared to gay, 
bisexual and transgendered men, it seems very likely that their disclosure would 
have resulted in greater condemnation and criticism from their same- and opposite- 
sex peers, and, perhaps, would have alienated those who may have otherwise 
supported them. Indeed, it would seem very likely that those who ‘came out’ at 
school would have been far more isolated than those young women who were 
bullied for other reasons (e.g. race, cultural background, religion or educational 
achievement) because of the assumptions that would be made about the nature of 
any friendships lesbian and bisexual young women formed with same-sex peers.
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As can be seen from Table 12 (p. 233), the data partially supports this 
hypothesis. Lesbian and bisexual women were more likely to be socially isolated 
by groups of their same-sex peers than gay, bisexual and transgendered men (p < 
.05). Similarly, they were more likely to be called names by peers of both sexes 
rather than by individuals or single-sex groups. When these data are compared to 
recent estimates of the direct-verbal and indirect or relational bullying experienced 
by young women at secondary school (24% and 10% respectively; see Rivers and 
Smith, 1994), they suggest that where the issue is one of sexual orientation, young 
women who are perceived to be lesbian or bisexual are much more likely to be 
called names or socially excluded (69% and 41% respectively), and that this may 
be a result of the willingness to disclose or ‘come out’ to another while still at 
school. However, it is also true to say that the same pattern emerged when 
considering the experiences of gay, bisexual and transgendered men. Although the 
correlational analyses did not indicate any statistically significant associations 
between to name-calling and being bullied by groups of young men or young 
women, or both, a significant association was found between reports of social 
isolation at school and being bullied by groups of young men - a finding which 
adds further weight to the hypotheses presented by Mac an Ghaill (1994) and 
Rigby (1997) relating to the social undesirability of anti-masculine traits (see 
above).
Bullying and location
As Table 5 (p. 221) illustrates, although verbal abuse was found to be the most 
common form of victimisation reportedly used by perpetrators of bullying 
behaviour, both physical and indirect methods of aggression were also very much 
in evidence. Of considerable interest to this study was the fact that a small, but 
not insignificant group of participants (19 men and 2 women) recalled being 
sexually assaulted at school - an issue which has been rarely mentioned in research 
literature. Furthermore, where this occurred, there was little evidence from 
participants’ responses to indicate that the school and/or teachers were aware of it 
and able to take action. As can been seen from Table 9 (p. 229), a significant 
association was found between reports of sexual assault at school and bullying
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taking place in the changing rooms, suggesting that this was the most likely venue 
for such behaviour. Indeed, the changing rooms were associated with most types 
o f  b u l l y i n g  behaviour identified in the survey instrument, which again reinforces 
Rigby’s (1997) earlier comments about the central role sports play in the 
definition of those who are members of the 6 in-group’, and those who are relegated 
to ‘out-group’ status - particularly among men.
According to Griffin (1995), the intense homonegativism often found 
among athletes in the United States is a result of the fact that the sports field has 
been culturally conceptualised as ‘a training ground where young boys learn 
masculine skills’ (p. 55). She argues further that, unlike many other public venues, 
the sports field allows men to openly demonstrate their emotional closeness to 
each other without fear of chastisement or ridicule. In addition, concomitant with 
the emotional intimacy she describes comes physical closeness, where the 
admiration of ‘physicality’ is central to athletic prowess:
Many sports require physical contact among men; football, wrestling, ice 
hockey, and basketball are examples. Moreover, all athletic teams spend time 
together in locker rooms, showers, and whirlpools, where athletes share the 
physical closeness inherent in these settings (p. 55).
The changing rooms therefore represent a situation where there is an opportunity 
for physical contact between men and, by implication, between women who are in 
a state of undress, and, consequently, it suggests that the fact that an athlete is 
lesbian, gay, bisexual or transgendered, will result in some form of sexual 
interaction or coercion (re: Gallup 1995) or, at the very least, sexual gratification 
for the individual observing their team mates (Klein, 1989). Once again, such 
attitudes and beliefs are very reminiscent of the comments made by one young 
man, Jim, in Mac an Ghaill’s (1994) study :
They must be looking at you, undressing you in their minds (p. 95).
The correlational analyses also revealed that participants who reported 
being bullied indirectly at school also reported being bullied within the school 
building. Being frightened by a look or stare and rumour mongering were 
associated with bullying taking place in corridors, classrooms and changing rooms
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of the school. Given that a large number of participants recalled being tormented 
within their classrooms (66%), along corridors (68%) and in the changing rooms 
before or after sports lessons (52%), the results imply that teachers were, for the 
most part, unaware of or ambivalent towards the bullying behaviours of pupils. 
However, as the data from the reliability study (N = 60) indicated, some forms of 
indirect or relational bullying behaviour may not impact immediately upon the 
victim (e.g. rumour mongering) and, therefore, are not likely to be recalled with 
great clarity. Thus, caution should be exercised in interpreting these data. 
Nevertheless, it would also be true to say that it has been and continues to be very 
difficult for teachers and peers to intervene in situations were methods of 
victimisation are less obvious. As Rivers and Smith (1994) pointed out, where 
there are no bruises in evidence or overheard names to corroborate a story, the 
onus of demonstrating that bullying has occurred falls very much upon the victim 
and the way in which (s)he interprets the behaviour of others.
Individual and group behaviour
In the introduction to this chapter, it was argued that deindividuation theory has 
three contributions to make to the study of bullying behaviour. Firstly, where an 
individual is bullied by a group, classical deindividuation theory suggests that the 
nature of the behaviour to which she/he is exposed will be more aggressive and 
potentially more physically harmful than those perpetrated by a single 'bully ' 
because of the release from personal inhibition. Secondly, where a group is led by 
an identified individual, the aggressive behaviour of that person is likely to be 
greater than that of the group, who may goad the victim or urge the perpetrator 
on, but may not actively participate in the discriminatory behaviour (see Diener et 
al, 1973). Thirdly, as Postmes and Spears (1998) argued, where an attitude, belief 
or behaviour is perceived to be a situational norm, members of the ‘in-group’ (the 
perpetrator, bystanders and the non-bullied) will identify with or participate in 
the resultant antinormative behaviour which ensures that they will either retain or 
augment their social status within the school yard hierarchy.
As previously discussed, in a similar vein to Postmes and Spears (1998), 
Craig and Pepler (1995) argued that peer collusion in bullying shows not only
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disrespect for the victim and support for the perpetrator, but also their (the 
peers’) assumption of higher social status in the unofficial hierarchy of the 
playground or schoolyard. They suggested that bullying is a group process very 
similar in nature to that of mobbing (English definition) where the victim is 
harassed by multiple perpetrators. In addition, Festinger et al. (1952) argued that 
where an individual is a member of a group, they will be released from certain 
internalised moral constraints that would normally inhibit violent or aggressive 
acts, thus reducing their personal responsibility for their own behaviour and, by 
implication, that of others. However, as I pointed out in Chapter 1, in the UK, 
Whitney and Smith (1993) found that much of the bullying that took place within 
primary and secondary schools was perpetrated by individuals rather than groups, 
suggesting that deindividuation theory is not a perspective that has overly 
concerned researchers working in the field. Yet, where the issue underlying 
bullying behaviour is one of sexual orientation, it would seem feasible to assume 
that deindividuation theory has a role in explaining this form of aggression.
Two specific research questions were drawn from the theoretical debates 
outlined above. The first question related to classical deindividuation theory and 
the findings of Festinger el al (1973), and Postmes and Spears (1998); it 
addressed the issue of whether or not participants’ reports of homonegative 
bullying differed according to the number of perpetrators: specifically, were the 
actions of groups of peers reported as being more aggressive than those of 
individuals? The second question focused upon whether there was any evidence 
from the survey to support Diener et alCs (1973) and Craig and Pepler’s (1996) 
assertion that peers would collude rather than intervene when a young person was 
being bullied. It was hypothesised that peers would be particularly reticent where 
the issue was one of sexual orientation, thus ensuring both their own non-bullied 
status and their non-association with a young person perceived to be lesbian, gay 
or bisexual. Findings relating to each of these questions are discussed below.
Data from the five correlational analyses provided qualified support for 
the first of the two research questions: that the actions of groups of peers were 
potentially more aggressive than those pf individuals. As the results in Table 11
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demonstrate, significant associations were found between participants’ 
recollections of being bullied in the corridors, classrooms and school yard, and 
being bullied by groups of young men and young women, rather than by 
individuals or groups of same-sex peers. Similarly, in terms of the nature of the 
bullying experienced, significant positive associations were also found between 
participants’ recollections of rumour mongering, being called names, being socially 
isolated and having belongings taken, and being bullied by groups of peers (same- 
sex and mixed) (see Table 13). In terms of frequency. Tables 10 and 12 show that 
in terms of both the nature and location of bullying behaviour, positive and 
significant associations were found with reports of being bullied ‘several times a 
week’, especially for those who were hit or kicked, frightened by a person’s look 
or stare, socially isolated, ridiculed before others or had their belongings taken.
As I have already mentioned, where a person was being bullied because of 
their actual or perceived sexual orientation, participants recalled that the 
perpetrators often belonged to their (i.e. the participants’) class or year group. 
Although this has not been found to be the case in more recent prospective studies 
of school bullying, due to the fact that comparative data was not gathered during 
this study, only general inferences may be drawn from these findings.
According to Olweus (1994), the term ‘bullying’ is only used when there 
is an imbalance of strength between the perpetrator(s) and their victim(s): ‘the 
student who is exposed to the negative actions has difficulty in defending 
him/herself and is somewhat helpless against the student or students who harass’ 
(p. 1173). As previous researchers have demonstrated, this imbalance of strength 
may be the result of factors such as age, or it may be the result of the number 
and/or physical strength of the perpetrator(s) (see Olweus, 1973, 1993a; Smith 
and Sharp, 1994). Early research on bullying behaviour suggested that 
perpetrators sought popularity and status by demonstrating the ‘power’ or 
control they had over others (Bjôrkqvist et al, 1982; Lagerspetz et ai, 1982). For 
some, this acquisition of ‘power’ over other children was necessary to counter 
increasingly poor academic performance: for others, it was necessary to counter 
their average to low popularity among their same-age peer group (Olweus, 1987).
Chapter 4: Bullying at School: Survey Results and Discussion
Given this desire for ‘power’ and strength over others, and the lack of widespread 
popularity so desired by perpetrators among their own peer group, and based 
upon the findings from previous studies (e.g. Whitney and Smith, 1993), it would 
not be unexpected to find that most perpetrators were older than their victims. 
However, as the results from this survey demonstrate, this pattern is not 
universal, and the social dynamics of bullying behaviour seem to differ when 
children and young people are victimised because they belong to a minority group.
Indeed, both Moran et al (1993) and Boulton (1995) have shown that 
where bullying takes place because of a child’s or young person’s cultural or 
ethnic background, it tends to be perpetrated by peers in the same class or year 
group as the victim, rather than by those in upper or lower years. Why should 
this be so? According to Boulton, young people tend to gravitate towards those 
from their own ethnic or cultural group, rather than exploring relationships with 
young people from different backgrounds (see also Boulton and Smith, 1992). 
Similarly, until relatively late in their school career both boys and girls tend to 
remain within same-sex same-age peer groups, preferring the company of those 
who are both physically and emotionally similar to themselves (see Lever, 1978). 
As a result, Boulton has argued that social interaction among children and 
adolescents is founded upon the categorisation of people on a same/different basis, 
and that such categorisations are influenced by the cultural stereotypes children 
are exposed to from an early age. Thus, as previously stated in Chapter 1, those 
who are considered ‘different’, for whatever reason, may find themselves isolated 
by members of their same-age peer group who are themselves attempting to 
demonstrate their similarity to others (the ‘in-group’). In terms of the experiences 
of lesbian, gay, bisexual and transgendered participants in this survey, it is argued 
that bullying not only acted as an affirmation of heterosexuality for perpetrators, 
it was also a demonstration to others (both at school and further afield) of their 
dissimilarity to those who were perceived to be culturally and/or socially 
undesirable. This is a view supported by Askew and Ross (1988) who also 
asserted that by engaging in ‘mobbing’ behaviour against those perceived to be 
lesbian, gay or bisexual, members of a group reinforce their own heterosexual 
identity with their peers by condemning those who are perceived to be
Chapter 4: Bullying at School: Survey Results and Discussion 260
homosexual, and by drawing attention to their gender atypical behaviour (cf. Mac 
an Ghaill, 1994; Rigby, 1997).
With respect to the second research question relating to peer intervention, 
as the above arguments suggest, peers would have faced a great deal of pressure 
not to intervene when participants were being bullied by groups of young men 
and/or young women. As Salmivalli et al (1996) argued, other pupils may 
intervene only where such action has little cost to themselves (e.g. where they are 
older than the victims, the perpetrators and their supporters). Furthermore, since 
most of the bullying reported by participants in the present survey was localised 
within the same class or year group, the potential for intervention by older pupils 
was theoretically limited (such limitations resulting not only from the indirect 
nature of much of the bullying that occurred, but also as a consequence of the 
reasons underpinning it). Indeed, as Mac an Ghaill‘s (1994) study illustrated, 
pupils are cautious when interacting with other pupils, or teachers who have come 
to the aid of young lesbians, gay men, bisexual and transgendered men and women, 
and perceive them as having being contaminated or, at the very least, ‘affected’ by 
their intervention:
It’s like you look after the weak ones, so you’ve probably been affeetedby it and
you see things different (p. 95).
However, participants recalled significantly more peers coming to their 
assistance than teachers. Indeed, two thirds of all participants recalled peers 
intervening on at least one occasion with just under a half recalling intervention 
occasionally and one quarter receiving assistance ‘sometimes’ or more often. While 
this suggests that participants were not as estranged from their peers as those 
young lesbians, gay men and bisexual men and women portrayed in other studies 
(i.e. Warren, 1984; Hunter, 1990; Pilkington and D’Augelli, 1995), it seems very 
likely that this was the result of the fact that many (79% of men and 50% of 
women) had not ‘come out’ at school or, as in the cases of the three studies cited 
above, participated in lesbian-gay-bisexual youth community projects. Indeed, it 
is plausible to assume that the number of peers who were willing to intervene 
when participants were being bullied at school would have been negatively
Chapter 4: Bullying at School: Survey Results and Discussion 261
affected had participants’ sexual orientation become a matter of fact rather than 
one of speculation.
Although, as mentioned earlier in this discussion, data was not presented 
from which it is possible to compare the incidence of homonegativism with more 
generalised bullying retrospectively, circumstantially, there are grounds for 
suggesting that participants were likely to recall frequent and unremitted bullying 
at school. As I have already noted in my comments relating to the reliability of 
retrospective reports, while the survey instrument may not be entirely suited to 
retrospective research, especially in recalling the incidence of indirect or relational 
bullying, generally participants’ memories of school events were relatively stable 
across 12-14 months. Having said that, the question arises: to what extent can the 
stability of participants’ recollections infer the reliability of the data collected? 
Without the utilisation of peer or teacher nomination strategies to identify the 
bully/victim status of participants, it is almost impossible to assess the reliability 
of participants’ reports. Although studies of contemporary bullying do provide a 
measure of reliability in terms of assessing the degree of concordance between 
participants’ perceptions of their own bully/victim status and peer/teacher 
nominations, the majority of researchers studying bullying continue to rely upon 
self-reports without necessarily assessing the reliability of those reports. This is 
an inherent weakness within all large scale studies of bullying at school whether 
prospective or retrospective. Nevertheless, by providing some assessment of the 
degree of stability in participants’ recollections, it may be argued that they 
provide a useful index of the personal impact bullying has had upon memories of 
school, and, by implication, it may also provide a baseline from which it is 
possible to assess the degree to which the relative severity of such memories has 
influenced or impacted upon later social experience.
Teacher support and teacher homonegativism
In Pilkington and D ’Augelli’s study (1995), 7% of their sample reported being 
hurt by a teacher when they were at school, especially the young women (11% for 
women and 7% for men). While very little continues to be known about the rate of 
bullying perpetrated by teachers who appraise homosexuality negatively, or.
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indeed, the level of support lesbian, gay and bisexual pupils receive from members 
of staff at school, anecdotal evidence has suggested that some teachers may 
actively collude with pupils in victimising or harassing another pupil who is 
perceived to be lesbian, gay or bisexual. However, when this study began 
quantitative data had yet to be collected from a British sample determining 
whether or not there is evidence to support this assertion. The final objective of 
this survey was to ascertain the level of teacher support and bullying recalled by 
participants who were bullied because of their actual or perceived sexual 
orientation.
In this survey very few participants recalled having told a teacher about 
being bullied at school. While it was found that significantly more lesbian and 
bisexual women said that they had felt able to tell a teacher when compared to 
gay, bisexual and transgendered men, only a small minority disclosed the reason 
for their bullying (16%). In addition, when one considers the data gathered from 
other, more contemporary studies of school bullying (e.g. Whitney and Smith 
(1993), the data imply that where bullying is related to an individual’s sexual 
orientation, fewer participants may be willing to tell a teacher - a view supported 
by Pilkington and D’Augelli (1995). Given that just over one quarter of all 
participants in this survey said that they believed they had been bullied by a 
teacher because of their actual or perceived sexual orientation, approaching a 
member of staff for help may have been seen as an unquantifiable risk - especially 
in schools where sex or religious education presented homosexuality as sinful or 
aberrant (see, for example, Warren, 1984 or Rivers 1997b), or, as previously 
mentioned, where teachers may not have actively sanctioned homonegative 
language or abuse. It is also worth noting that for older men in this study (i.e. 
those over the age of 35), although their secondary education may have take place 
following the décriminalisation of homosexuality in England and Wales (1967), 
some will have started school when sexual relationships between two men were 
still illegal, and this will undoubtedly have had an effect upon attitudes towards 
homosexuality, and their willingness or ability to talk about bullying openly with 
teachers. Furthermore, as both Warren (1984) and Mac an Ghaill (1994) have 
shown, the response from some teachers may not have been wholly supportive - a
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factor educationalists have attributed to the paucity of training and guidance 
available both previously and currently addressing the issue sexuality.
Alternative sources ofsupport: family and friends
The degree of support participants received from family members when they were 
being bullied at school was not an area of enquiry touched upon directly in this 
survey. Although Pilkington and D’Augelli (1995) found that some of their 
participants had experienced a great deal of verbal and physical abuse from both 
parents and siblings, many reported that members of the family had accepted their 
sexual orientation although, as the authors point out, this did not necessarily 
equate with being supportive. For those lesbians, gay men, bisexual and 
transgendered men and women who participated in this survey, an indirect 
indication of the degree of support they enjoyed from family members may be 
inferred by the number who recalled being able to tell someone at home about 
being bullied at school. Overall, the results showed that significantly more 
participants had told someone at home about being bullied when compared to the 
number who had told a teacher, however, very few (6% of the total sample) said 
that they had felt able to disclose why they were being bullied (i.e. because of 
their actual or perceived sexual orientation). Interestingly, of the 169 participants 
who had ‘come out’ at the time of the survey, just over one quarter said that they 
had been relatively open about their sexual orientation while they were of school 
age, indicating that the majority (including those who were ‘open’) had kept and, 
in some cases continued to keep their experiences of bullying a secret from family 
members. Consequently, it seems that few families were given the option or 
opportunity of supporting a young person who was lesbian, gay, bisexual or 
transgendered because of the stigma they associated with being bullied at school.
As noted on page 226, contrary to expectations, two thirds of all 
participants recalled peers intervening on at least one occasion with just under a 
half recalling intervention occasionally and one quarter receiving assistance 
‘sometimes’ or more often when they were being bullied. Indeed, most 
participants in this survey recalled having at least one or two good friend(s) upon 
whom they felt they could rely when they were being bullied at school. However,
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as previously discussed, two thirds of all participants also reported being left 
alone in the school yard during break- and lunch-times ‘sometimes’ or more often. 
Furthermore, of those participants who were asked about the number of times 
they avoided school, just under three quarters indicated that they had either 
feigned illness or played truant ‘occasionally’ or ‘sometimes’ to escape being 
bullied - though only a small minority (16%) said that they avoided school on a 
regular basis. Based upon these results, participants recalled school as being a 
solitary experience with little social interaction or involvement in recreational 
group activities during lunch- and break-times. However, concomitant with points 
raised in my discussion of the reliability study (pp. 238-244), it also seems likely 
that the friendships they reported were not associated with school, but were 
formed and maintained outside the school environment. As Parker and Asher 
(1987) have argued, while it is generally assumed by researchers that the primary 
location for the development of peer relationships is within the educational 
setting, this is not always the case and many young people make a separation 
between classmates and those with whom they associate in the evenings, at 
weekends and during the holidays. Indeed, they suggest that a child or young 
person who is isolated or rejected by their peers at school, may not experience the 
long-term negative outcomes often associated with such isolation or rejection if 
they have an active circle of friends outside the school.
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Chapter 5:
Psycho-Social Correlates and Long-Term Effects of Bullying: 
Results and Discussion from an Exploratory Study
Introduction
Previously, in Chapter 3 ,1 described the measures used in this exploratory study 
to research the psycho-social correlates and long-term effects of bullying at school 
for a sample of lesbians, gay men and bisexual men and women. In this chapter, I 
present the results from that study and consider them in light of the theoretical 
and empirical evidence I presented in Chapter 2. However, before reporting the 
results from this study, I have identified those issues that underpinned the 
research, and represented participants’ demographic data together with resume of 
the samples used to provide normative data for those measures that were adapted 
for Use in the UK.
Aims and Objectives of the Present Study
In Chapter 2 (pp. 72-75), it will be recalled that researchers in the field of 
developmental psychopathology argued that traumatic events experienced in 
childhood and adolescence have a long-term and debilitating effect upon the 
quality of adult life (see Parker and Asher, 1987; Rutter, 1989, 1996; Newman et 
al., 1996; Kovacs and Devlin, 1998). While Rutter (1989,1996) provided a caveat 
to this argument, suggesting that the process of growing up has a moderating 
influence upon the severity of the long-term outcomes associated with trauma, he 
also argued that it was impossible to eliminate entirely the impact of early 
experience from the psychological schema of the adult.
It was also suggested that the fact that homonegativism can be found 
within most of the institutions that make up society meant that for most lesbians, 
gay men and bisexual men and women the opportunity to put their experiences of 
victimisation behind is rarely realised, and, consequently, demonstrations of 
resilience and/or recovery are more likely to be linked to individual coping styles 
and strategies rather than the result of the process of maturity as Olweus (1993b) 
suggested. In order to assess the psycho-social correlates of school based bullying
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion 266
(in all its forms), it was not only necessary to consider the relative impact of 
factors such as suicidal ideation, bullying in adulthood, social support and 
relationship status upon affective state, self-acceptance and susceptibility to 
PTSD, it was also necessary to consider the personal accounts of participants, 
and, as Mason-Schrock (1996) has shown, to use their narratives to explore the 
ways in which they have interpreted and coped with their experiences of 
victimisation. However, in this chapter, the results will be presented from the 
quantitative data collected from 119 lesbians, gay men and bisexual men and 
women who participated in this study between 1995 and 1997. The analysis of 
the qualitative data provided by a sub-sample of 16 participants who were 
interviewed between 1994 and 1997 will be presented in Chapter 6.
Suicidal ideation in adolescence
In their study of suicidal ideation and parasuicidal behaviour among a random 
sample of 750 young males living in Calgary, Bagley and Tremblay (1997) found 
that gay and bisexual young men were 14 times more likely to engage in self­
destructive behaviours than the heterosexual young men who participated in their 
study, and this they attributed to both family and community reactions to 
participants’ emerging gay or bisexual identities. Although, as previously 
mentioned, Hershberger and D’Augelli (1995) were cautious about making a link 
between suicidal ideation and peer, family and community intolerance, as I 
discussed in Chapter 2, much of the current research focusing upon self-harming 
behaviours among sexual minority youth (lesbian, gay, bisexual and transgendered) 
has suggested that both personal and societal negative appraisals of homosexuality 
and/or bisexuality have had an impact upon a young person’s mental health and 
her/his susceptibility to self-harming and suicidal behaviours (for supporting 
evidence, see Roesler and Deisher, 1972; Remafedi, 1987; Martin and Hetrick, 
1988; Schneider, Farberow and Kruks, 1989; Remafedi, Farrow and Deisher, 1991; 
Magnuson, 1992; Rotheram-Borus, 1992; Uribe and Harbeck, 1992; Hammelman, 
1993; Proctor and Groze, 1994; Herdt and Boxer, 1996).
Taking into account the data provided by many of the researchers 
mentioned above, in this study it was considered likely that participants would
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also report suicidal or self-harming behaviours in adolescence as a result of the 
difficulties they had faced in coming to terms with their sexual orientation. 
Concomitantly, in line with Bagley and Tremblay’s (1997) observation, it was 
also considered likely that rates of self-harming behaviour and suicidal ideation 
would be negatively affected by participants’ experiences of bullying at school. 
Taking Warren’s (1984) reported level of suicidal ideation (20%) as a baseline for 
comparison (gathered from 416 lesbian and gay youth in London), it was expected 
that participants’ reports of self-destructive behaviours in adolescence would be 
higher than those reported in Warren’s study, although, as I indicated earlier in 
this thesis, the level of magnitude could not be determined at the time this study 
was conducted.
Bullying in adulthood
In Chapter 2 ,1 commented that while very little is known about the experiences of 
lesbians, gay men and bisexual men and women in the world of work, much more 
is known about the experiences of those attending universities or colleges in the 
US. It was suggested that our lack of knowledge about homonegativism at work 
was due, in part, to the fact that lesbian and gay couples are not considered on a 
par with heterosexual couples in terms of employment benefits, rights and 
pensions; and it was argued that, in the past, many lesbians, gay men and bisexual 
men and women may have remained silent when they experienced victimisation or 
harassment at work in order to retain financial security and guard against loss of 
income.
Within the general work-based population, Rayner and Hoel (1997) 
proposed that work place bullying should be considered in terms of five indirect 
behaviours (threats to professional status, threats to personal standing, isolation, 
overwork, and destabilisation), and while incidents of physical aggression should 
not be discounted, Rayner and Hoel’s assessment of the behaviours that 
constituted work place bullying encompassed a number of scenarios that workers 
may have experienced on a daily basis but not necessarily construed as ‘bullying’ 
per se (e.g. work overload). Yet, as I pointed out earlier, where such demands or
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behaviours were unwarranted or intended to undermine an employee, it would 
seem that ‘bullying’ was an appropriate nomenclature.
It will be recalled that in her study of the incidence of work place bullying 
in the UK, Rayner (1997) explored the nature of employee harassment and 
victimisation with a sample of 1,137 part-time students enrolled on courses at 
Staffordshire University. She found that over half of her sample reported having 
been bullied within the working environment and that over three quarters had 
witnessed similar incidents. Although gender-wise comparisons found no 
significant differences in the number of men and women who said they were 
bullied at work, more women said that they had been bullied by men as well as by 
women when compared to the number of men who said they were bullied by 
members of the opposite sex.
In terms of duration, Rayner’s (1997) study indicated that, for over half of 
her participants, bullying lasted for more than 11 weeks (15% reported it lasting 
upwards of two years). For those who reported being bullied ‘frequently’ (once a 
week or more), the most common form of harassment they experienced was work 
overload, followed by intimidation and persistent criticism. While it was 
acknowledged by Rayner that her sample was biased, both in terms of their 
academic ability and the age of her participants, her results suggested that work 
place bullying was much more widespread than previous Scandinavian studies had 
implied.
Similarly, in his study, Comstock (1991) estimated that students from 
sexual minority groups were four times more likely to be victims of assault or 
harassment than any other group on a university or college campus. Although as 
noted in chapters 1 and 2, his results suggested that the victimisation of lesbian, 
gay and bisexual youth was much less frequent within the college or university 
context when compared with the data on school-based aggression, recent events in 
the US brought concerns relating to the increased likelihood of young people being 
assaulted or harassed on campus because of their sexual orientation to the fore.
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In addition, Evans and D’Augelli (1996) also reported that lesbian, gay and 
bisexual undergraduates reported having to negotiate their sexual identities at 
college or university. Not only did they have to decide whether or not to ‘come 
out’ - particularly if they shared accommodation or decided to join a 
fraternity/sorority - but they also had to decide how they were going to ‘manage’ 
their lives on and off campus in order to avoid threatening people and/or 
situations.
Given that, at the time this study was conducted, there had yet to be a 
systematic investigation of homonegativism conducted in institutions other than 
school, the inclusion of a survey of adult experiences of anti-lesbian/ gay/bisexual 
victimisation in this study offered me an opportunity to gather valuable 
information relating to the nature and frequency of such behaviour at work or at 
university/college. Furthermore, in order to assess the psycho-social correlates and 
long-term effects of bullying at school, the incorporation of a measure of 
victimisation in adulthood allowed for a much more sensitive analysis of the data, 
parti ailing out the possible effects of adult victimisation from the outcome 
measures of negative affect and PTSD.
The psycho-social correlates of agonic and hedonic aggression at school 
In Hawker’s (1997) study of social ranking theory and bullying behaviour, it was 
proposed that the subordinate role victims play within the peer group was likely 
to impact upon their susceptibility to a depressive illness, especially where their 
subordination was constantly reinforced over a long period. Building upon this 
proposition, in Chapter 1 (p. 69) I suggested that, unlike agonic methods of 
intimidation which are overt and provide the victim with an opportunity to defend 
herself/himself, where the method is covert the victim can be undermined without 
being given the opportunity to retaliate. While both Gilbert ( 1997) and Hawker 
(1997) proposed that any long-term outcomes (e.g. depression) would be the same 
regardless of the nature of the bullying experienced by victims, Matsui el al. 
(1996) placed significant emphasis on the impact of physical aggression upon 
victims’ affective state, playing down the impact of both verbal and indirect 
aggression.
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However, it will be recalled that I argued that where an individual had the 
opportunity to defend herself/himself against physical and verbal attack, 
regardless of the success of the venture, the very act of defence may have guarded 
against a total loss of status and self-respect. Consequently, in the present study 
it was suggested that those participants who were exposed to agonic (i.e. direct 
physical and verbal) methods of victimisation at school would fare better in the 
long-term than those whose social status was eroded hedonically (i.e. indirectly) 
due to the fact that they were better able to retaliate against a direct assault. Thus, 
it was hypothesised that participants’ susceptibility to a number of affective 
disorders would vary as a function of the nature of the bullying they experienced 
at school.
Social support mechanisms and buffers against long-term effects
Social support networks
In King etalCs (1998) study of PTSD among Vietnam war veterans, it was found 
that social networks had a significant impact in promoting recovery from violence 
or trauma, especially where support was provided by peers, family members and 
interested organisations. However, Frable et al. (1998) demonstrated that, in terms 
of supporting marginalised groups within society, the ability of a network to 
assist an individual in their development or recovery was reliant upon a certain 
degree of ‘visibility’ or accessibility. They argued that where a client group was 
hidden from public view, social support networks could neither contact or provide 
access for those who needed them most. Therefore, many marginalised individuals 
have been left to cope with the difficulties they have faced on their own.
Interestingly, Frable et al. (1998) also argued that those who had 
concealable stigmas, such as being lesbian or gay, were more likely to suffer from 
negative self-perceptions of themselves because they were unable to seek similar 
others. As their results demonstrated, those with concealable stigmas were more 
likely to report higher rates of depression and anxiety than controls, although they 
were not found to show higher levels of hostility towards themselves or others.
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Building upon Frable etal fs  (1998) findings, this study set out to explore 
the relationship between the degree to which participants were ‘visible’ within 
their communities, and its impact upon self-acceptance, affective state and 
susceptibility to PTSD. Thus, it was hypothesised that those who had not 
disclosed their sexual orientation to others (for whatever reason) were more likely 
to be negatively affeetedby their perceived isolation and lack of access to similar 
others, than those who had disclosed their sexual orientation and lived openly as a 
lesbian, gay man or bisexual man or woman. In addition, it was also hypothesised 
that those who disclosed their sexual orientation to another while at school were 
likely to experience much more victimisation or harassment by peers than those 
who did not disclose (this hypothesis was partially confirmed by the results from 
the survey of bullying at school: see Chapter 4; pp. 252-254), and one of the 
objectives of this study was to determine what effect disclosure at an early age 
had upon bullying behaviour, self-acceptance, negative affect and susceptibility to 
PTSD.
Peer, teacher and family support at school
In their review of research focusing upon friendship and adaptation across the life 
course, Hartup and Stevens (1997) identified a number of studies where it was 
shown that adolescents and young adults who were bereft of friendships during 
the early part of their development were more likely to suffer from low self­
esteem, and were less likely than their more popular peers to be able to cope with 
various life time upheavals (see Simmons, Burgeson and Reef, 1988; Bukowski, 
Hoza and Newcomb, 1991; Bemdt and Keefe, 1992). In addition, Haugaard and 
Tilly (1988) argued that those heterosexual young people who were without 
friends during middle childhood would experience difficulties in forming and 
maintaining romantic relationships during adolescence.
Although Hartup and Stevens (1997) argued that it was unlikely that such 
difficulties in forming or maintaining romantic relationships were causally related 
to the absence of friendships at school, they did suggest that such an association 
was likely to reflect individual differences in participants’ self-esteem and social 
confidence which, in turn, may have been linked to the absence of friends in
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middle childhood. However, it will be recalled that Parker and Asher (1987) 
presented an alternative perspective for understanding the dynamics of children’s 
social relationships: unlike many of the studies cited in Chapter 2, Parker and 
Asher suggested that researchers should take a more dynamic approach in order to 
understand the nature of social interaction by ‘stepping out of the classroom’ (p. 
381). They argued that those who were unable to function effectively at school as 
a result of their social rejection may have been able to function more effectively in 
alternative environments where they were valued and accepted by others who 
were not their class mates. Consequently, they proposed that those children who 
were popular outside school (with family members or alternative peers) were 
unlikely to exhibit many of the long-term sequelae of peer rejection. To this end, 
one of the objectives of this study was to determine whether or not the levels of 
social support reported by participants when they were at school had an effect 
upon measures of negative affect, internalised homonegativity and PTSD, and 
whether social interactions conducted outside school mitigated against potential 
long-term effects.
The development of intimate relationships in adulthood
According to Cahill et al. (1991), within relationships, adult survivors of child 
sexual abuse have reported experiencing a number of problems in terms of 
communicating their concerns, fears and insecurities to their spouses/partners. 
Such problems have included the inability to ‘trust and to love, anxiety 
surrounding emotional and/or physical intimacy, fear of being abused, rejected, 
betrayed or abandoned, and feeling undeserving, misunderstood and overly 
dependent in relationships’ (p. 122). In addition, it will be recalled that in 
Gilmartin’s (1987) study, experiences of victimisation at school and unpopularity 
among peers were not only found to be associated with an inability to form or 
maintain lasting intimate relationships, they were also associated with an inability 
to form platonic relationships with members of the same and opposite sex in later 
years.
Both Gilmartin’s (1987) study and Cahill et alfs  (1991) review of 
literature had significant ramifications for the present study. Based upon their
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findings, it was conjectured that participants in this study would not only show 
indices of insecurity within relationships, but that those who were more affected 
by their experiences of bullying at school would also demonstrate a number of 
difficulties in terms of forming and maintaining a long-term relationship with a 
significant other, and were likely to report a history of difficulties in maintaining 
platonic relationships with members of the same and opposite sex.
Post-traumatic stress disorder and its correlates
In King et alCs (1998) study of PTSD among Vietnam war veterans, resilience and 
recovery were found to be associated with three particular factors: personal 
hardiness, social support and the number of additional stressful life-events 
veterans experienced on their return home. King et a l also suggested that coping 
strategies and personality types played a significant role in determining the 
likelihood of recovery following exposure to violence and trauma. Although some 
aspects of King et ût/.’s (1998) study were problematic in terms of methodology 
and the control of possible intervening variables (e.g. positive life-events), as I 
commented in Chapter 2, their results were consistent with current theories 
relating to resilience factors in both adults and children who have experienced 
trauma (Rutter, 1985, 1987; Garmezy and Masten, 1990; Masten, Best and 
Garmezy 1991; Aldwin, 1993; Garmezy 1993; Fonagy, Steele, Steele, Higgit and 
Target, 1994; Olafsen and Viemero, 1998).
Although Scandinavian researchers such as Leymann have associated 
PTSD with bullying behaviour at work for a number of years (see Leymann, 1989; 
Leymann and Gustafsson, 1996), very little research has been conducted looking 
at the long-term impact of school-based bullying upon adult psychopathology. In 
Leymann and Gustafsson’s (1996) study, they found that over half of the 
participants with PTSD indicated that they had attempted to avoid situations that 
reminded them of work. In addition, over three quarters indicated that they had 
suffered from intrusive and uncontrollable recollections of bullying episodes which 
distressed them, and about two thirds indicated that they regularly (‘at least once 
a week’) suffered from sleep disturbances. In terms of depressive illness, three
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion 27^
quarters suffered from moderate to severe depression with some requiring medical 
treatment.
It will be recalled that what little research there has been on childhood and 
adolescent PTSD has suggested that symptoms manifest themselves in a number 
of ways varying from introversion to risk-taking behaviours and sexual 
recklessness. Interestingly, some of the symptoms considered indicative of PTSD 
in adolescents, have also been found in young lesbians, gay men and bisexual men 
and women experiencing difficulties coming to terms with their sexual orientation. 
For example, internalised homonegativism has been associated with difficulties in 
forming and maintaining lasting intimate relationships, unsafe sexual practices, and 
avoidant coping strategies with AIDS among HIV sero-positive gay men. 
Additionally, some researchers have argued that the combined effects of 
victimisation or alienation by peers, and difficulties in accepting one’s sexual 
orientation, are correlated with the onset of a number of mental health problems 
among lesbian, gay and bisexual youth. As I discussed in Chapter 2, such 
problems have included violent behaviour, alcoholism and substance abuse, eating 
disorders and, most significantly, suicidal ideation (see Buhrich and Loke, 1998; 
Gonsiorek, 1988; Rothblum, 1990; Remafedi, Farrow and Deisher, 1991; Shaffer, 
Fisher, Hicks, Parides and Gould, 1995; Otis and Skinner, 1996; Skinner and Otis, 
1996).
One of the objectives of this study was to explore the relationships 
between symptoms associated with PTSD and other measures of negative affect, 
paying particular attention to factors such as sexual recklessness, relationship 
security/insecurity, alcohol consumption, substance use/abuse and suicidal 
ideation. It was hypothesised that those participants who met the criteria for 
PTSD were more likely to engage in unsafe sexual practices, have fewer 
relationships, engage in substance abuse (including alcoholism), and have a history 
of suicidal ideation when compared to those who did not meet the criteria for 
diagnosis.
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Participants
Participants in this survey represented a sub-sample of those who participated in 
the first survey of bullying at school (see Chapter 4). Overall, 142 surveys were 
returned by participants of which 119 were eventually included in the analysis. 20 
surveys were omitted as they were either spoiled or incomplete (returned by 13 
men and 7 women), or were returned by participants over the age of 66 whose 
secondary school experiences were largely pre-war (2 men). In addition, the 
survey returned by the transgendered participant was also omitted from this 
analysis.
In terms of ethnic origin, this sub-sample consisted of 116 participants (90 
men and 26 women) who were White European, 2 participants (1 man and 1 
woman) who were Asian or South East Asian, and 1 man who was African- 
Caribbean.
The mean age for the whole sub-sample was 28 years (28.5 years for men 
and 24 years for women). Ages ranged from 16-54 years (16-54 years for men and 
16 to 44 years for women) with a standard deviation of 9 years (9.3 years for men 
and 7.3 years for women).
84% (101) had attended a state school (79 men and 22 women) and 16% 
(19) had been educated in either private or public school (14 men and 5 women).
i) Employment status. At the time the survey was conducted 56% (66) of
participants were in gainful employment (53 men and 13 women). 26% were
students in either sixth form or college/university (19 men and 12 women), 10% 
were unemployed (11 men and 1 woman), and 8% were unable to work on the
grounds of illness or disability (9 men). Of the number who were in employment 
(66), 23 men and 7 women described themselves as ‘professional5 (e.g. solicitor,
systems analyst, lecturer, teacher, nurse and priest); 15 (10 men and 5 women) 
described themselves as ‘ofFice/clerical/secretarial5; 10 men described themselves 
as ‘semi-skilled5 (e.g. theatre assistant, merchant seaman and cook); 4 men worked 
in retail; 4 men described themselves as ‘skilled/technical5 (electrician, engineer.
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VDU operator), 2 men described their work as ‘manual’ and the remaining 
participant described herself as ‘unskilled’ (dishwasher/ general assistant). The 
majority (88%) worked full-time, the remaining participants either worked part- 
time or freelance (writers and journalists especially).
ii) Academic qualifications. Only 8% of participants had no formal 
academic qualifications (7 men and 2 woman). 81% (75 men and 21 women) held 
or were studying for certificates demonstrating proficiency in one or more 
subjects as secondary school level (CSE, GCE ‘O’ Level or GCSE). 16% (16 men 
and 3 women) held or were studying for at least one intermediate school 
qualification (‘A/O’ Level or Scottish Higher) and 36% (34 men and 8 women) 
held or were studying for a secondary school qualification at an advanced level 
(‘A’ Level). 30% (31 men and 3 women) held or were studying for a 
university/college degree at either undergraduate or postgraduate level and a 
further 37% (34 men and 10 women) held or were studying for 
professional/occupational qualifications (e.g. Diploma in Nursing, Counselling 
Certificate, Diploma in Psychotherapy, Higher National Diploma [HND] or 
Higher National Certificate [HNC]). 28% (29 men and 5 women) held or were 
studying for vocational qualifications such as the National Vocational 
Qualification (NVQ) or City and Guilds awards.
iii) Other skills or potential. In addition to their formal academic 
qualifications, participants were asked whether or not they felt they had any 
additional skills or potential to offer, or had used or developed these skills in any 
way outside school. 86% of the sample (78 men and 24 women) felt that they had 
additional skills or potential which were not recognised within their academic or 
vocational qualifications. Those skills participants cited most frequently included 
communication skills, counselling and listening skills, organisational and 
management skills, technical skills (computing), caring for others (particularly 
children and those who learning difficulties or physical impairment) and the arts. 
Furthermore, 80% of those who identified additional skills or potential (76 men 
and 25 women) also felt that they had been offered opportunities to develop these 
skills either through their employment or more often through voluntary work.
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However, in response to the question, ‘Has anything stopped you from 
developing these skills to their full potential?’, 56% (50 men and 9 women) 
reported that they had been prevented from developing them further. 
Representative examples included one gay man (aged 30) who had cited working 
with children as a skill he had developed said, T was a cub scout leader, but I felt I 
had to disassociate myself with scouting in case they found out I was gay and I 
would be humiliated and thrown out’. Another young man (aged 19) said, T 
worry about people who have the authority to effect my life finding out I’m gay’.
Survey o f  psycho-social correlates: comparative data collection 
In addition to the collection of data from lesbians, gay men and bisexual men and 
women who were bullied at school, where I had made revisions to some of the 
survey instruments (described above) to make them accessible to British 
participants, it was also necessary to collect ‘new* comparative data. In total five 
sets of comparative data were gathered from three different groups: (i) 
heterosexual adults who were not bullied at school; (ii) heterosexual adults who 
were bullied at school; (iii) lesbian, gay and bisexual adults who were not bullied at 
school. These data were collected primarily from the undergraduate populations 
of four British universities between 1995 and 1997, together with the 
participation of various community groups and support organisations for 
lesbians, gay men and bisexual men and women in London and the South-East. It 
should be noted here that comparative data collection was reliant upon the co­
operation of two third year dissertation students from one of the universities 
sampled, and the goodwill of 323 additional participants and their tutors who 
were asked to give up lecture and tutorial time in order to facilitate the completion 
of various questionnaires. In order to ensure that participants were delayed as 
little as possible, comparative data was not collected for all the measures used in 
this study.
i) Heterosexual adults not bullied at school (N=  98). This group consisted 
of 33 male and 65 female undergraduates who were randomly selected from a 
number of lecture or tutorial groups in two British universities by myself and a 
third year dissertation student from one of the universities sampled. (Where an
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undergraduate indicated that they had been bullied at school, or were lesbian, gay 
or bisexual, their data was included in one of the other two control groups 
described below).
Each participant was asked to complete a brief check list (based upon the 
bullying in schools questionnaire used in the surveys) to determine whether or not 
they had been bullied at school together with revised versions of the Multiple 
Affect Adjective Checklist (Zuckerman and Lubin, 1965), the PERI Life-Events 
Scale (Dohrenwend et al., 1978), and the Pinto and Hollandsworth Possessiveness 
Scale (Pinto and Hollandsworth, 1984).
The mean age of the sample was 24 years for both men and women, 
ranging from 18 to 38 years with a standard deviation of 4.4. years (4.4 years for 
men and 4.5 years for women).
ii) Heterosexual adults bullied at school (N = 109). This group consisted of 
a further 34 male undergraduates and 75 female undergraduates randomly selected 
by myself and a third year dissertation student from one of the two British 
universities sampled. The mean age for this sample was also 24 years (25 years 
for men and 24 years for women), ranging from 19 to 44 years with a standard 
deviation of 5.0 years (4.4 years for men and 5.3 years for women).
Participants were asked to complete a brief check list (mentioned 
previously) to determine whether or not they had been bullied at school together 
with revised versions of the Multiple Affect Adjective Check List (Zuckerman 
and Lubin, 1965), the PERI Life-Events Scale (Dohrenwend et al, 1978), and the 
Pinto and Hollandsworth Possessiveness Scale (Pinto and Hollandsworth, 1984).
iii)Lesbians, gay men and bisexuals not bullied at school (N = 116). This 
group consisted of a 76 gay or bisexual men and 40 lesbian or bisexual women 
selected from 4 British universities’ lesbian, gay and bisexual student associations 
sampled and community or support groups in London and the South East by 
myself and a third year dissertation students from one of the universities sampled.
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The mean age for this sample was 24 years (21 years for gay and bisexual men and 
21 years for lesbian and bisexual women), ranging from 18 to 44 years with a 
standard deviation of 4.7 years (4.6 years for gay and bisexual men and 5.1 years 
for lesbian and bisexual women).
As before, participants were asked to complete a brief check list to 
determine whether or not they had been bullied at school together with revised 
versions of the Multiple Affect Adjective Check List (Zuckerman and Lubin, 
1965) and the Revised Homosexual Attitudes Inventory (Shidlo, 1992).
Results: Psycho-Social Correlates and Long-Term Effects
As noted above, for this study several research questions were drawn from the 
findings of previous researchers looking at the psycho-social correlates and long­
term effects of isolation or exposure to violence. In particular I was interested to 
see whether or not there were significant associations between bullying at school 
and suicidal ideation, relationship difficulties, negative affect and PTSD, while 
controlling for intervening variables such as bullying in adulthood and recent life 
events. However, before I report the results from relating to those research 
questions/issues I highlighted in the introduction to this chapter, I have presented 
the results from an exploratory factor analysis illustrating the relationship of key 
variables used in this study.
Psycho-social correlates and long-term effects: an exploratory factor analysis 
As I discussed in Chapter 3 (pp. 170-192) various measures were employed in 
this study to provide an overview of the life experiences of the lesbians, gay men 
and bisexual men and women who participated. To obtain an overall perspective 
on the associations between variables, and whether or not they could be 
condensed into ‘factors’ or constructs (see Kline, 1994) the data was subjected to 
exploratory factor analysis.
In line with Coakes and Steed’s (1997) recommendation, in order to 
conduct an exploratory factor analysis various measures had to be recoded in order 
to meet the criteria for factorability (i.e. Kaiser-Meyer-Oklin Measure of
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Sampling Adequacy coefficient^ 0.60; Bartlett’s Test of Sphericity p  < .05). To 
this end, various total scores were constructed from data for severity of bullying 
at school, severity of bullying in adulthood, employment status, total number 
academic qualifications, teacher support, family support and negative affect. Each 
of the recoded variables is described below.
Severity o f bullying at school
In order to obtain a score for the severity of bullying at school the data from two 
questions drawn from the bullying at school questionnaire were combined. 
Participants recollections of duration (in years) were multiplied by their overall 
estimates of its frequency (5 = several times a week; 1 = only once or twice). In 
line with Hershberger’s (1998, personal communication) recommendation, the 
reliability of this measure was assessed by correlating the responses (treating them 
as quasi-interval data) from each question with the other and the new measure of 
severity, and by assessing the reliability of this measure using Cronbach’s alpha 
(a).
Responses relating to both duration and frequency (see Table 14) were 
found to correlate significantly with each other, and with the new measure of 
severity (all:p < .05). The reliability co-efficient for the measure was a  = .85.
TABLE 14: Reliability of the Proposed Measure of Severity of Bullying at School:
Correlation Coefficients
Duration Frequency per week Measure of severity
Duration 1.0 .25 .53
Frequency per week 1 . 0  .79
Measure of severity 1 . 0
Severity o f bullying in adulthood
In order to obtain a score for the severity of bullying in adulthood the data from 
two questions drawn from the bullying in adulthood questionnaire were combined. 
Participants recollections of duration (in years) were multiplied by their overall
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estimates of its frequency (5 = several times a week; 0 = 1 wasn’t bullied at 
work/university/college). As before, the reliability of this measure was assessed 
by correlating the responses (treating them as quasi-interval data) from each 
question with the other and the new measure of severity, and by assessing the 
reliability of this measure using Cronbach’s alpha (a).
Responses relating to duration and frequency were correlated significantly 
with each other, and with the new measure of severity (all:p < .01; see Table 15). 
The reliability co-efficient for the measure was a  = .78.
TABLE 15: Reliability of the Proposed Measure of Severity of Bullying in Adulthood:
Correlation Coefficients
Duration Frequency per week Measure of severity
Duration 1.0 .24 .27
Frequency per week 1 . 0  .67
Measure of severity 1 0
Employment status
As the data provided on page 275 illustrates, participants were asked to identify 
their employment status in the survey of psycho-social correlates and long-term 
effects. Their responses were recoded arbitrarily on a scale of 0 (unemployed or 
retired) to 5 (professional/student requiring higher education qualifications). A 
description of each of the codes is provided below:
5: Professional or requiring formal academic qualifications at an advanced level (i.e. 
higher education)
4: Skilled or technical requiring vocational or technical qualifications or approved 
apprenticeship.
3: Semi-skilled technical requiring formal training but not necessarily formal 
qualifications.
2: Retail
1: Manual/Unskilled
0 : Unemployed, or retired due to illness or disability
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Academic qualifications
The data on page 276 provides an overview of the academic qualifications of 
participants in this study. As only 8% of participants reported having no formal 
qualifications, scores for this measures were calculated by summing the number of 
school, college/university and vocational qualifications participants reported 
holding or studying for at the time the survey was conducted. At this stage, 
participants’ qualifications were not weighted differentially.
Teacher support
The level of teacher support participants received when they were at school was 
calculated using the responses to two questions: ‘Did you tell your teacher(s) that 
you were being bullied at school?’ and ‘What happened when you told your 
teacher(s) about being bullied?’. The responses to both questions were recoded as 
follows (recoding is shown in parentheses):
Did you tell your teacher(s) that you were being bullied at school?
1. I wasn’t bullied at school (0 )
2. no, I didn’t try to tell them (0)
3. I tried to tell them (0)
4. yes, I did tell them (1)
What happened when you told your teacher(s) about being bullied?
1. I wasn’t bullied at school (0)
2. I didn’t tell them (0)
3. nothing happened (0 )
4. the bullying stopped (1)
Weightings for teacher(s) support were calculated as follows:
Participant did not tell her/his teacher(s) about being bullied (0)
Participant told her/his teacher(s)but nothing happened (1)
Participant told her/his teacher(s) and the bullying stopped bullied (2)
Family support
The level of family support participants received when they were at school was 
calculated using the responses to two questions: ‘Did you tell someone at home
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about being bullied at school?’ and‘Did you tell someone at home why you were 
being bullied?’ Responses to the question: ‘What happened when you told 
someone at home about being bullied?’ as participants indicated that telling 
someone at home had no effect upon behaviour. The responses to both questions 
were recoded as follows (recoding are shown in parentheses):
Did you tell someone at home about being bullied at school?
1. I wasn’t bullied at school (0)
2. no, I didn’t tell someone at home I was being bullied (0)
3. yes, I did tell someone at home I was being bullied (1)
Did you tell someone at home why you were being bullied?
1. I wasn’t bullied at school (0)
2. I didn’t tell them I was being bullied (0)
3. no, I didn’t tell them why (0)
4. yes, I did tell them why (1)
Weightings for family support were calculated as follows:
Participant did not tell someone at home about being bullied (0 )
Participant told someone at home but did not say why (s)he was being bullied (1)
Participant told someone at home and did say why (s)he was being bullied (2)
Negative affect
A total score for negative affect was calculated by summing the scores from the
sub-scales for depression, anxiety and hostility in Zuckerman and Lubin’s (1965)
Multiple Affect Adjective Check List (MAACL). In line with Hershberger’s 
(1998, personal communication) recommendation, the reliability of this measure 
was assessed by correlating the responses from each sub-scale with the other sub­
scales and the total score, and by assessing the reliability of this measure using 
Cronbach’s alpha (a).
As can be seen in Table 16, responses from the three sub-scales were 
found to correlate positively with each other, and with the total score for negative 
affect (all significant at /? < .001). The reliability co-efficient for the measure of 
negative affect was a  = .80.
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion
TABLE 16: Reliability of the Proposed Measure Negative Affect: Correlation Coefficients 
Depression Anxiety Hostility Total
Depression 1.0 .67 .67 .93
Anxiety 1.0 .66 .84
Hostility 1.0 86
Total 1.0
Exp/ora/oryyWor arzd/ywfA.' re/af/oW?#? vanaE/es m /Ac .sYz/r/y
14 variables were entered into the exploratory factor analytical model (see Table 
17) having been assessed for linearity, sampling adequacy (Kaiser-Meyer-Oklin 
coefficient = .60), and sphericity (Bartlett’s Test coefficient = 176.43, p  < 
.00001).
TABLE 17: Initial Statistics from the Exploratory Factor Analysis: Variables and Eigenvalues.
Factor Eigenvalue % variance Cumulative %
Academic qualifications 1 2.41 17.2 17.2
Family support 2 1.84 13.2 30.4
Teacher support 3 1.62 11.6 41.9
Possessiveness 4 123 8.8 50.8
Employment status 5 1 08 7.7 58.4
Number of friends at school 6 0.99 7.1 65.5
Negative affect 7 0.84 6.0 71.5
RHAI total 8 0.82 5.9 77.4
Age o f‘coming out’ 9 0.71 5.0 82.4
PTSD 10 0.59 4.2 86 6
T otal number of partners 11 0.54 3.9 90.5
Self harming attempts 12 0.51 3.6 94.1
Severity of school bullying 13 0 47 3.4 97.5
Severity of adult bullying 14 0.36 2.5 100.0
Note: Communality for all items =1.0
In accordance with Bryman and Cramer’s (1997) recommendation.
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Kaiser’s criterion was employed to determine the number of factors to be retained 
in the analysis (i.e. Eigenvalues greater than 1.0 for models with less than 30 
variables). As Table 18 demonstrates, 5 factors were eventually retained in the 
analysis, and only those with a factor loading exceeding ± .30 were included.
Concomitantly, where items loaded onto more than more than one factor, only the 
highest loadings were considered in the interpretation of results.
As can be seen from Table 18, 4 items loaded onto the first factor elicited 
from the analysis: total number of academic qualifications (.738), possessiveness 
(-.677), employment status (.602), attempted self harm/suicide as a result of 
bullying at school (.422).
The second factor to be elicited from the analysis had three items load onto 
it: total number of sexual partners (.665), severity of bullying at school (.788) and 
severity of bullying in adulthood (.569).
Two items loaded onto the third factor elicited from the analysis: 
internalised homonegativity (.796) and the age o f ‘coming ouf (.752).
A further three items loaded onto the fourth factor illustrated in Table 18, 
and these were: number of friends (-.792), negative affect (.743) and post 
traumatic stress disorder (.414).
The final factor to be elicited from the analysis had two items load onto it: 
family support (.659) and teacher support (.850).
Self-harming behaviour and suicidal ideation
Participants were presented with a series of questions which asked them about 
self harming behaviour and suicidal ideation in adolescence. Firstly, they were 
asked whether or not they had contemplated or attempted to self-harm and 
commit suicide as a direct result of being bullied at school. Secondly, they were 
asked whether or not they had contemplated or attempted to self-harm or commit
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion 247
suicide for reasons other than bullying in school (they were also asked to state the 
reason for such behaviour)
As Figured demonstrates (overleaf), 53% of participants said that they 
had contemplated self-harming behaviour or suicide as a direct result of 
bullying at school. Furthermore, 40% reported that they had attempted to 
self-harm or take their own lives on at least one occasion because they were 
being bullied at school while 30% said that they had attempted on more than 
one occasion (the mean number of attempts was 4). However, 37% also 
reported contemplating self-harm or suicide for reasons other than bullying. 
19% said that they had attempted to hurt themselves or take their own life on 
at least one occasion while 8% reported that they had attempted more than 
once. Participants reported that the reasons underlying such behaviour were 
primarily associated with feeling uncomfortable or unhappy with being 
lesbian, gay or bisexual; emotional difficulties not associated with school and 
family problems (including physical and/or sexual abuse by a primary care 
provider).
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion 288
FIGURE 6 : Percentage of Participants Contemplating/Attempting Self-Harm or Suicide
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Bullying and harassment in adulthood
Some of the fears expressed by participants about others finding out about their 
homosexuality or bisexuality (see pp. 276-277) were reinforced by the responses 
to a series of questions relating to bullying in adulthood. In total, 66 (48 gay and 
bisexual men and 18 lesbian and bisexual women (55% of the total sample) 
reported having been bullied or harassed at some point either at work or at 
university/college because they were lesbian, gay or bisexual. The average length of 
time participants reported being bullied either at work or at university/college was 
1.7 years (1.7 years for men and 1.5 years for women) however, the reported 
duration of such behaviour ranged from 1 month to 4 years.
Frequency and types o f bullying reported in adulthood
The types of bullying/harassment experienced at work/university/college by 
participants are illustrated in Table 19 (p. 289). Responses from participants
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showed that verbal harassment was the most frequent form of bullying behaviour 
experienced either at work or at university/college. Name calling, teasing and being 
ridiculed in public were reported by 24% of participants overall. Indirect 
behaviours such as rumour mongering or being frightened by a look/stare were 
found to be the next most common (19% and 17% respectively). Sexual assault or 
harassment was reported by 12% of the sample, followed by social isolation 
(11%) and having personal items or possessions taken (10%). Very few (4%) 
reported being physically assaulted (e.g. hit or kicked). 8% of the sample reported 
being bullied/harassed in ‘Other’ ways. These included having graffiti written 
about them in public places (e.g. lavatory walls) and receiving threatening 
telephone calls at home.
TABLE 19: Types of Bullying Behaviour/Harassment Experienced in Adulthood^
Types ofBullving Behaviour G &B Men L&B Women Total in Studv
N  = 92 27 w 119
I haven't been bullied/harassed 
at work/university
46 (50) 7 (26) 53 (45)
I was called names 2 2 (24) 7 (26) 29 (24)
I was teased 2 2 (24) 7 (26) 29 (24)
I was hit or kicked 3 (03) 2 (07) 5 (04)
I became frightened when a 
particular person looked in 
my direction
14 (16) 6 (2 2 ) 2 0 (17)
No one would speak to me 7 (08) 6 (2 2 ) 13 ( 1 1 )
Rumours were spread about me 18 (2 0 ) 4 (18) 2 2 (19)
I was ridiculed in front of others 24 (26) 5 (19) 29 (24)
I was sexually assaulted/harassed 10 (1 1 ) 4 (18) 14 ( 1 2 )
They took my belongings 9 ( 1 0 ) 2 (07) 1 1 ( 1 0 )
Other 7 (09) 2 (07) 9 (08)
Note: G&B Men (Gay and Bisexual)
L&B Women (Lesbian and Bisexual)
Total percentages exceed 100 as participants could circle more than one response
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Significant associations were found according to gender and the types of 
bullying/harassment experienced by participants at work/university/college: gay 
and bisexual men recalled having had rumours spread about them much more than 
lesbian and bisexual women (x2 [1] = 11.57, p  < .0007) who, in turn, were much
more likely to recall being iso lated ^  = 4.75,/? < .03). All other comparisons
were not found to be significant at^ < .05.
Location o f  bullying in adulthood
Of those participants who reported being bullied either at work or at 
university/college, the majority (40%) reported being bullied in their offices or 
work areas (see Table 20).
TABLE 20: Location of Bullying Behaviour/Harassment Experienced in Adulthood5
Tvpes ofBullving Behaviour G &B Men L&B Women Total in Studv
N  = 92 W 27 119 (%)
I haven't been bullied/harassed 46 (50) 7 (26) 53 (45)
In the corridors 9 ( 1 0 ) 4 (15) 13 ( 1 1 )
In the offices/work areas 33 (36) 13 (48) 46 (49)
Outside (e.g. grounds, carpark) 6 (07) 5 (19) 1 1 (09)
In the lavatories/changing rooms 1 0 ( 1 1 ) 4 (15) 14 ( 1 2 )
Going to and from home 3 (03) 4 (15) 7 (06)
Other 1 2 (13) 5 (19) 17 (14)
Note: G&B Men (Gay and Bisexual)
L&B Women (Lesbian and Bisexual)
Generally, the frequency of being bullied/harassed in locations other than 
office/work areas was found to be low: 12% said they had been bullied/harassed in 
the lavatories of changing rooms, 11% said that it had happened in the corridors, 
9% reported it happening outside (e.g. in the grounds or car park), and 6% recalled 
it occurring when they were going to or from home. 14% of participants reported
5 Total percentages exceed 100 as participants could circle more than one response
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being bullied/harassed in ‘other’ locations either at work or at university/college. 
They included places such as the canteen, lecture theatres, dormitories and 
common rooms.
When the results were compared according to gender, proportionally more 
lesbian and bisexual women reported being bullied/harassed going to and from 
home (x2 [1] = 5.08, p  < .02) and outside (x2 [1] = 3.71, p  < .05) than gay and 
bisexual men. All other comparisons were not found to be significant at/? = .05.
Perpetrators o f  bullying in adulthood
43 (37%) of participants said that they had been bullied/harassed by their co­
workers or colleagues because they were lesbian, gay or bisexual. 19 (17%) said 
that they had been bullied/harassed by a manager/supervisor or someone in 
authority and 1 gay man said that he had been bullied/harassed by someone he 
managed/supervised. No significant association was found according to gender and 
perpetrators of bullying in adulthood (x2 [3] = 9.26, ns).
Reporting bullying in adulthood
25% (12 men and 5 women) of those who reported being bullied/harassed at work 
or university/college because of their sexual orientation said they had told a 
manager/supervisor or someone in authority. Of that number, only 7 men and 3 
women reported that the bullying/harassment stopped following the intervention 
of an authority figure.
Bullying at school and revictimisation in adulthood: a comparative analysis 
Following the initial analysis of the data on bullying in adulthood, a post hoc 
analysis was carried out comparing the scores of participants who were only 
bullied at school {N = 53) with those who also experienced bullying in adulthood 
(N = 64) on measures of negative affect, sexual and relationship history, 
internalised homonegativity and PTSD (see Table 21, overleaf). Two observations 
were removed due to missing data.
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TABLE 21: Bullying at School and Revictimisation in Adulthood: Mean Scores
School Adulthood
N  = 53 66
Negative affect (MAACL)
- Depression 18.7 18.7
- Anxiety 9.1 9.8
- Hostility 11.4 1 1 . 6
- Total 39.7 40.1
Possessiveness 27.3 28.3
Number of same-sex relationships 4.7 3.7
Duration of same-sex relationships 4.0 3.4
Number of casual same-sex sexual partners 57.8 15.7
Total number of same-sex sexual partners 56.3 2 0 . 2
Internalised homonegativity (RHAI)
-Self 30.4 28.6
- Disclosure 31.8 30.9
- Other 16.0 15.8
- Total 77.2 74.5
Post-traumatic stress disorder (total score) 79.3 75.3
In terms of negative affect, mean scores for MAACL subscales were not 
found to vary significantly between groups in terms of depression (F [1, 116] = 
.0001, ns), anxiety (F [1, 116] = 1.33, ns) and hostility (F [1, 116] = 0.57, ns). In 
addition, the total score for negative affect was not found to differ significantly 
between the groups (F [1,116] = 0.14, ns).
In terms of relationships and sexual partners, no significant differences 
were found between the groups in terms of the number of same-sex relationships 
they had enjoyed (F [1, 111] = 1.53, ns). In terms of the duration of those 
relationships, groups were also not found to differ significantly (F [1, 114] = 2.68, 
ns). Furthermore, mean scores for Pinto and Hollandsworth’s (1984) 
Possessiveness Scale (a correlate of insecurity) were not found to be significantly 
different for both groups (F [l, 116] = 1.78, ns). However, significant differences 
were found between the groups in terms of the number of casual same-sex sexual 
partners participants reported (F [1, 105] = 3.98, p  < .05), although their
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estimates of the total number of same-sex sexual partners they recalled was not 
found to be significant {F [1,106] = 2.92, ns).
In terms of internalised homonegativity, total scores for the RHAI were 
not found to differ significantly between the groups {F [1, 113] = 0.31, ns). 
Similar results were found when considering each of the subscales in turn: ‘Self (F 
[1,113] = 0.92 , ns), ‘Disclosure’ (F [l, 113] = 0.47, ns) and ‘Other’ (F [l, 113] = 
0.06, ns).
Similarly, mean scores for susceptibility to PTSD were not found to differ 
significantly between groups (F [1,113] = 0.97, ns).
The psycho-social correlates of agonic and hedonic aggression at school 
Although both Gilbert (1997) and Hawker (1997) suggested that any long-term 
effects of bullying (e.g. depression) are likely the same regardless of the nature of 
the bullying experienced by victims at school, it will be recalled that Matsui et al 
(1996) placed significant emphasis on the impact of physical aggression upon 
victims’ affective state, playing down the impact of both verbal and indirect 
aggression. However, it seemed likely that those participants who were exposed 
to agonic (i.e. direct physical and verbal) methods of victimisation at school were 
likely to fare better in the long-term than those whose social status was eroded 
hedonically (i.e. indirectly) due to the fact that they were better able to retaliate 
against a direct assault. With this in mind this study set out to determine whether 
participants’ susceptibility to a number of affective disorders varied as a function 
of the nature of the bullying they experienced at school.
Before conducting a within subjects analysis of the impact of agonic and 
hedonic aggression upon participants’ reported levels of negative affect 
(depression, anxiety and hostility), it was necessary to conduct two preliminary 
analyses of the data from Zuckerman and Lubin’s (1965) Multiple Affect 
Adjective Check List (MAACL) to determine whether or not any of the results 
obtained from the measures varied significantly according to gender, and whether 
scores differed significantly from those collected from the comparative groups
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identified earlier in this chapter (heterosexual bullied and non-bullied, and lesbian, 
gay and bisexual non-bullied). Thus, where scores were found to vary according to 
gender, the results from gay and bisexual men would have to be considered 
separately from those of lesbian and bisexual women. Similarly, in an assessment 
of the potential impact bullying had upon participants, comparison to bullied and 
non-bullied peers would provide further insights relating to the potential impact 
bullying at school has upon later life.
Results from an assessment of the homogeneity of variance in the scores of 
gay and bisexual men when compared to lesbian and bisexual women indicated that 
there were no significant differences in participants’ scores according to gender for 
depression, anxiety, and hostility (see Table 22).
TABLE 22: Means and Significance Levels of Measures of Negative Affect (MAACL)
G&B Men L&B Women F-Value p-Value
Depression 19.3 16.3 3.368 .07
Anxiety 9.4 9.6 0 . 0 0 2  . 9 7
Hostility 11.7 10.6 1.428 .24
Note: G&B Men (Gay and Bisexual)
L&B Women (Lesbian and Bisexual)
Participants’ scores for the Multiple Affect Adjective Check List 
(MAACL) subscales for depression, anxiety and hostility were then compared to 
the scores collected from the three comparative groups described previously in 
this chapter (see Figure 7).
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FIGURE 7: Mean Scores for Measures of Negative Affect: Bullied and Non-Bullied Groups
7 -
Depression Anxiety Hostility
 B —  LGB Bullied
— £-— LGB Not-Bullied 
— O—  Heterosexual Bullied 
— A— Heterosexual Not-Bullied
Negative Affect
Depression
Scores for the Zuckerman and Lubin’s (1965) Multiple Affect Adjective Check 
List (MAACL) subscale for depression were compared to each of the comparative 
groups. One-way analysis of covariance (ANCOVA), partialling out total scores 
for bullying in adulthood and scores from Dohrenwend et alfs  (1978) PERI Life- 
Events Scale showed that participants in this study scored significantly higher on 
the depression subscale when compared to heterosexual undergraduates who were 
not bullied at school (F [1, 214] = 30.16 p  < .0001) and also the sample of 
lesbians, gay men and bisexual men and women {F [1, 201] = 14.08, p  < .0002). 
However, no significant difference was found when the mean scores for 
participants were compared to those of the heterosexual undergraduates bullied at 
school (F [l, 225] = .15, ns).
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Anxiety
Participants’ scores for the MAACL subscale for anxiety were compared to the 
three comparative groups using analysis of covariance (ANCOVA). While mean 
scores for participants in this study and those of lesbians, gay men and bisexual 
men and women who were not bullied at school were found to be approaching 
significance at p  = .06 {F [1, 201] = 3.32, ns), participants’ scores were found to 
be significantly higher when compared to those of heterosexual undergraduates not 
bullied at school (F [1, 214] = 23.49, p  < .05). When participants’ scores were 
compared to those of the heterosexual undergraduates who reported being bullied 
at school, the difference was not found to be significant (F [1, 224] .01, ns).
Hostility
Participants’ scores were compared to the three other control groups. A series of 
one-way analyses of covariance (ANCOVAs) found significant differences 
between the mean scores of participants’ and those of heterosexual undergraduates 
not bullied at school (F [1, 214] = 19.95, p  < .0001). However, no significant 
differences were found when scores were compared to the sample of lesbians, gay 
men and bisexual men and women not bullied at school (F [1,201] = 2.73, ns) and 
heterosexual undergraduates bullied at school (F [l, 225] = 1.35, ns).
Agonic and hedonic aggression and its impact upon negative affect 
To explore the relationship between participants’ susceptibility to a number of 
affective disorders, and the nature of the bullying they experienced at school, 
responses provided by question Tn what way were you bullied at school?’ (see 
bullying at school questionnaire; Chapter 3 pp. 170-177) were used to allocate 
participants to one of two groups: (i) those who were primarily subjected to 
direct physical or direct verbal bullying (TV = 56; 50 gay or bisexual men and 6 
lesbian or bisexual women); and (ii) those who were primarily subjected to indirect 
bullying TV = 21; 15 gay or bisexual men and 6 lesbian or bisexual women). The 
remaining 42 having reported being bullied both directly and indirectly equitably.
Comparison was made between the two groups to determine constancy of 
effect in terms of experiences of bullying in adulthood (using the severity score
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described on pages 280-281), and in terms of their exposure to positive and 
negative life events. One-way analysis of variance indicated that both groups did 
not differ significantly in terms of their experiences of bullying in adulthood (F [1, 
75] = 2.28, ns), or in terms of their exposure to positive (F [1, 75] = 2.11, ns) or 
negative (F [1, 75] = 0.17, ns) life events.
TABLE 23: Agonic and Hedonic Aggression and Their Psycho-Social Correlates:
Mean Scores
Agonic Hedonic
N  = 56 21
Age know lesbian/gay/bisexual 13.4 1 1 . 8
Age o f‘coming out’ 18.8 17.5
Self-harm/suicide and school bullying 1 . 0 1.4
Self-harm/suicide and other reasons 0.3 0.9
Negative affect (MAACL) 
- Depression 17.8 20.4
- Anxiety 9.2 10.4
- Hostility 11.4 1 2 . 0
- Total 38.3 42.8
Possessiveness 28.2 26.8
Number of same-sex relationships 4.6 4.3
Duration of same-sex relationships 3.7 3.3
Number of casual same-sex sexual partners 57.3 15.5
Total number of same-sex sexual partners 56.8 2 0 . 2
Internalised homonegativity (RHAI) 
-Self 30.4 29.5
- Disclosure 30.2 31.1
- Other 16.1 14.9
- Total 76.8 72.1
Post-traumatic stress disorder (total score) 76.8 89.2
No significant differences were found between the groups in terms of the 
average age when they knew they were lesbian, gay or bisexual (F [1, 61] = 1.27, 
ns). No significant differences were found between the groups in terms of self- 
harming behaviour or suicidal ideation either as a result of being bullied at school 
(F [1,67] = . 19, ns) or as a result of ‘other’ reasons (F [1, 73] = 1.65. ns).
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In terms of negative affect, mean scores for MAACL subscales were not 
found to vary significantly between groups in terms of depression {F [1, 74] = 
1.48, n s \  anxiety (F [1, 74] = 1.37, ns) and hostility (F [1, 74] = 0.26, ns). In 
addition, the total score for negative affect was not found to differ significantly 
between the groups (F [l, 74] = 1.22, ns).
In terms of relationships and sexual partners, no significant differences 
were found between the groups in terms of the number of same-sex relationships 
they had enjoyed (F [1, 73] = 0.09, ns). In terms of duration of those 
relationships, groups were also not found to differ significantly (F [1, 73] = 1.11, 
ns). Furthermore, mean scores for Pinto and Hollandsworth’s (1984) 
Possessiveness Scale (a correlate of insecurity) were not found to be significantly 
different for both groups (F [1, 74] = 0.16, ns). Similarly, no significant 
differences were found between the groups in terms of the number of casual same- 
sex sexual partners participants reported (F [1, 69] = 1.44, ns) or their estimates 
of the total number of same-sex sexual partners they recalled (F [1, 69] = 1.03, 
ns).
In terms of internalised homonegativity, total scores for the RHAI were 
not found to differ significantly between the groups (F [l, 71] = 0.57, ns). Similar 
results were found when considering each of the subscales in turn: ‘Self (F [1, 71] 
= 0.10 , ns), ‘Disclosure’ (F [l, 71] = 0.08, ns) and ‘Other’ (F [l, 71] = 1.12, ns).
However, mean scores for susceptibility to PTSD were found to differ 
significantly between the groups (F [1, 72] = 5.17,/? < .05).
Social support mechanisms as buffers against long-term effects 
Social support networks
As previously noted, this study set out to explore the relationship between the 
degree to which participants were ‘visible’ within their communities, and its 
impact upon self-acceptance, affective state and susceptibility to PTSD. Thus, it 
was hypothesised that those who had not disclosed their sexual orientation to
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others (for whatever reason) were more likely to be negatively affected by their 
perceived isolation and lack of access to similar others, than those who had 
disclosed their sexual orientation and lived openly as a lesbian, gay man or bisexual 
man or woman. In addition, it was also hypothesised that those who disclosed 
their sexual orientation to another while at school were likely to experience much 
more victimisation or harassment by peers than those who did not disclose (this 
hypothesis was partially confirmed by the results from the survey of bullying at 
school: see Chapter 4: pp. 252-254), and one of the objectives of this study was 
to determine what effect disclosure at an early age had upon bullying behaviour, 
self-acceptance, negative affect and susceptibility to PTSD.
In order to determine the degree to which being open had an effect upon 
various measures including self-acceptance, negative affect and susceptibility to 
PTSD, participants were grouped according to the ages at which they disclosed 
their sexual orientation to another. The three groups consisted of those who 
disclosed their sexual orientation to another before the age of 16 years (Group 1: N  
= 37; 24 men and 13 women); those who disclosed their sexual orientation to 
another between the ages of 17 and 66 years (Group 2: N =  68; 57 men and 11 
women); and those who have never disclosed their sexual orientation (Group 3 : N  
= 14; 11 men and 3 women). Initially, analysis of covariance (ANCOVA) was 
considered the most appropriate statistic to use partialling out the effects of 
bullying in adulthood and recent life events when comparing mean scores between 
groups. However, the assumptions underlying the use of ANCOVA were not met 
entirely (see Howell, 1987; Norusis, 1995), and analysis of variance (ANOVA) 
was used instead followed by post hoc Sheffé tests (see Table 24).
Having said that, prior to conducting this analysis, comparison was made 
between the three groups to determine the effect constancy in terms of 
experiences of bullying in adulthood and in terms of their exposure to positive and 
negative life events. One-way analysis of variance indicated that all three groups 
did not differ significantly in terms of their experiences of bullying in adulthood (F 
[2, 116] = 0.46, ns), or in terms of their exposure to positive (F [2, 116] = 2.26, 
ns) or negative (F [2, 116] = 1.89, ns) life events.
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TABLE 24: Disclosure of Sexual Orientation: Mean Scores and Age-Related Differences
Group 1 Group 2 Group 3
<16 vrs 17-66 vrs Not ‘out’
N  = 37 14
Age know lesbian/gay/bisexual 10.9 13.6 15.1
Severity of school bullying 19.2 17.5 15.6
Self-harm/suicide and school bullying 2 . 0 0 . 8 0.9
Self-harm/suicide and other reasons 0.5 0.3 1.3
Negative affect (MAACL) 
- Depression 18.9 18.1 2 0 . 6
- Anxiety 9.9 9.3 9.6
- Hostility 12.5 1 1 1 10.4
- Total 41.2 386 40.6
Possessiveness 30.9 25.9 29.1
Number of same-sex relationships 1 . 2 4.4 5.0
Duration of same-sex relationships 3.9 3.8 2.5
Number of casual same-sex sexual partners 26.9 43.1 3.7
Total number of same-sex sexual partners 27.7 46.1 4.7
Internalised homonegativity (RHAI) 
-Self 27.1 29.1 37.7
- Disclosure 28.0 31.1 46.2
- Other 16.2 15.4 17.5
- Total 72.6 72.6 101.5
Post-traumatic stress disorder (total score) 76.0 76.8 81.0
Significant differences were found between the groups in terms of the 
average age when they knew they were lesbian, gay or bisexual (F [2, 96] = 4.89, p  
< .01) with members of group 1 differing significantly from both groups 2 and 3. 
No significant differences were found between the groups in terms of the severity 
of the bullying they experienced at school (F [2, 109] = 0.25, ns), or, indeed, in 
terms of self-harming behaviour or suicidal ideation either as a result of being 
bullied at school (F [ 2, 116] = 2.10, ns) or as a result of ‘other’ reasons (F  [2, 
110] = 1,52. ns).
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In terms of negative affect, mean scores for MAACL subscales were not 
found to vary significantly between all three groups in terms of depression (F [2, 
115] = 0.56, ns), anxiety (F [2, 115] = 0.32, ns) and hostility (F  [2, 115] = 1.40, 
ns). In addition, the total score for negative affect was not found to differ 
significantly between the groups (F [2,115] = 0.43, ns).
In terms of relationships and sexual partners, significant differences were 
found between the groups in terms of the number of relationships they had 
enjoyed (F [2,110] = 4.40,/? < .05) with groups 1 and 2 reporting having enjoyed 
significantly fewer relationships than members of group 3. In terms of duration of 
those relationships, groups 1 and 2 were found to differ significantly from group 3 
(F[2, 85] = 3.88,/? < .05). However, mean scores for Pinto and Hollands worth’s 
(1984) Possessiveness Scale (a correlate of insecurity) were not found to be 
significantly different for all three groups (F [2, 115] = 1.77, ns). Similarly, no 
significant differences were found between the groups in terms of the number of 
casual same-sex sexual partners participants reported (F[2, 104] = 0.70, ns) or in 
their estimates of the total number of same-sex sexual partners they recalled (F [2, 
105] = 0.80, ns).
In terms of internalised homonegativity, total scores for the RHAI were 
found to differ significantly between the groups (F [2, 112] = 11.24,/? < .0001) 
with members of group 3 displaying significantly more indices of homonegativity 
than members of group 1 or group 2. Similar results were found when considering 
each of the subscales in turn. For the subscale ‘Self, group 3 were found to differ 
significantly from groups 1 and 2 in terms of personal comfort at being lesbian, 
gay or bisexual (F  [2, 112] = 5.90, /? < .01). Concomitantly for the subscale 
‘Disclosure’, members of group 3 were found to be significantly less willing to 
disclose their sexual orientation to another person than members of groups 1 and 2 
(F [2, 112] = 20.42, /? < .001). However, no significant differences were found 
between the groups in terms of the attitudes towards other lesbians, gay men and 
bisexual men and women (subscale ‘Other’; F  [2 ,112] = 1.38, ns).
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Finally, mean scores for susceptibility to PTSD were not found to differ 
significantly between the groups (F [2,112] = 0.27, ns).
Peer, teacher and family support at school
As Hartup and Stevens (1997) demonstrated a number of studies have shown that 
adolescents and young adults who were bereft of friendships during the early part 
of their development were more likely to suffer from low self-esteem, and were 
less likely than their more popular peers to be able to cope with various life time 
upheavals. In addition, Haugaard and Tilly (1988) argued that those heterosexual 
young people who were without friends during middle childhood would 
experience difficulties in forming and maintaining romantic relationships during 
adolescence.
While Hartup and Stevens (1997) argued that it was unlikely that such 
difficulties in forming or maintaining romantic relationships were related to the 
absence of friendships at school, they suggested that such an association was 
likely to reflect individual differences in participants’ self-esteem and social 
confidence. However, it will be recalled that Parker and Asher (1987) presented an 
alternative perspective for understanding the dynamics of children’s social 
relationships: unlike many of the studies cited in Chapter 2, they proposed that 
those children who were popular outside school (with family members or 
alternative peers) were unlikely to exhibit many of the long-term sequelae of peer 
rejection. To this end, this study set out to determine whether levels of social 
support reported by participants when they were at school had an effect upon 
various measures including negative affect, internalised homonegativity and PTSD, 
and whether social interactions conducted outside of school mitigated against 
potential long-term effects.
To conduct this analysis, the recoded data for family support (see pp. 
282-283) and teacher(s) support (see p. 282) were combined with one further 
question taken from the bullying at school questionnaire (‘How many good friends 
did you have in school?’). Each item was again recoded as follows (new weightings 
are shown in parentheses):
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Family support:
Participant did not tell someone at home about being bullied (0)
Participant told someone at home but did not say why (s)he was being bullied (0)
Participant told someone at home and did say why (s)he was being bullied (1)
Teacher(s) support:
Participant did not tell her/his teacher(s) about being bullied (0)
Participant told her/his teacher(s)but did not say why (s)he was being bullied (1)
Participant told her/his teachers) and did say why (s)he was being bullied (2)
Number of good friends:
None (0)
One good friend (1)
two or three good friends (2 )
many good friends (3)
Following recoding, the three items identified above were summed, and the 
total scores determined participants’ membership to one of the three groups 
identified below (NB: 3 observations were omitted due to missing data).
Group 1 consisted of 38 participants (30 gay or bisexual men and 8 lesbian 
or bisexual women) who scored between 0-1, and said that they had not sought 
support from family or teachers, and perhaps had only one friend at school. 
Group 2 consisted of 63 participants (49 gay or bisexual men and 14 lesbian or 
bisexual women) who scored between 2-3, and said that they had sought some 
support either from family members and teachers, and reported having 2-3 good 
friends at school. Group 3 consisted of 15 participants (10 gay or bisexual men 
and 5 lesbian or bisexual women) who scored between 4-5, and said that they had 
sought support from both family members and teachers, and reported have many 
good friends at school.
Once again, analysis of covariance (ANCOVA) was considered the most 
appropriate statistic to use partialling out the effects of bullying in adulthood and 
positive and negative life events when comparing the mean scores between groups.
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However, the assumptions underlying the use of ANCOVA were not met entirely 
(see Howell, 1987; Norusis, 1995), and, therefore, one-way analyses of variance 
(ANOVA) were employed followed by post hoc Sheffé tests (see Table 25).
TABLE 25: Social Support at School and Its Psycho-Social Correlates: Mean Scores
Group 1 Group 2 Group 3
None Some Considerable
#  =  33 63 73
Age know lesbian/gay/bisexual 11.9 13.5 12.4
Age o f‘coming out’ 18.1 19.3 15.5
Severity of school bullying 12.9 16.6 15.8
Self harm/suicide and school bullying 1.7 1.7 1.7
S e lf harm/ suicide and other reasons 0.7 0.5 0 . 0
Negative affect (MAACL)
- Depression 22.1 17.7 15.1
-Anxiety 10.6 9.2 8.4
- Hostility 1 2 . 6  11.4 9.1
- Total 45.4 38.3 32.6
Possessiveness 30.0 26.3 30.4
Number of same-sex relationships 4.2 4.4 2.5
Duration of same-sex relationships 1.5 1.9 1.3
Number of casual same-sex sexual partners 22.9 26.2 20.9
Total number of same-sex sexual partners 19.8 30.8 24.4
Internalised Homonegativity (RHAI)
- Self 29.5 30.4 25.8
- Disclosure 29.5 31.2 35.4
- Other 15.5 16.2 14.9
- Total 74.7 76.8 76.1
Post-traumatic stress disorder (total score) 80.3 77.0 69.4
Effect constancy was again assessed when comparison was made between 
the three groups to determine whether or not members differed significantly in 
terms of experiences of bullying in adulthood (using the severity score described 
on pages 280-281), or in terms of their exposure to positive and negative life 
events. One-way analysis of variance indicated that all three groups did not differ 
significantly in terms of their experiences of bullying in adulthood (F [2, 113] =
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0.22, n s \  or in terms of their exposure to positive (F [2, 113] = 1.65, ns) or 
negative (F [2,113] = 0.91, ns) life events.
No significant differences were found between the groups in terms of the 
average age when they knew they were lesbian, gay or bisexual (F [2, 94] = 1.1, 
ns), or in terms the age at which they disclosed their sexual orientation to another 
person (F [2, 99] = 2.21, ns). Similarly, no significant differences were found 
between the groups in terms of the severity of the bullying they experienced at 
school (F [2, 103] = 0.83, ns), or, indeed, in terms of self-harming behaviour or 
suicidal ideation either as a result of being bullied at school (F [ 2,102] = 0.33, ns) 
or as a result o f ‘other’ reasons (F [2,107] = 0.82. ns).
In terms of negative affect, mean scores for MAACL subscales were found 
to vary significantly between all three groups in terms of depression and hostility, 
but not for anxiety (F [2 ,112] = 2.26, ns). For the depression subscale, significant 
differences were found between group 1 and groups 2 and 3 (F [2, 111] = 6.25, p  
< .01). For the subscale hostility, significant differences were found between 
groups 1 and 3, but not between groups 1 and 2 or groups 2 and 3 (F [2, 112] = 
3.27, p  < .05). Mean scores for the total MAACL were found to differ 
significantly between groups with members of group 1 scoring significantly higher 
than members of group 2 and group 3 (F [2,112] = 5.35, p <  .01).
In terms of relationships and sexual partners, no significant differences 
were found between the groups in terms of the number of relationships they had 
enjoyed (F [2,107] = 1.29, ns), or their duration (F [2, 113] = 0.60, ns). In terms 
of possessiveness within relationships, no significant differences were found 
between the groups (F [2, 112] = 1.23, ns). Similarly, no significant differences 
were found between the groups in terms of the number of casual same-sex sexual 
partners participants reported (F [2, 101] = 0.07, ns) or their estimates of the 
total number of same-sex sexual partners they recalled (F [2,102] = 0.40, ns).
In terms of internalised homonegativity, mean scores for the total RHAI 
were not found to differ significantly between groups (F [2, 109] = 0.10, ns).
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Similar results were found when considering each of the subscales in turn: ‘Self (F 
[2,109] = 1.23, ns), ‘Disclosure’ (F[2 ,109] = 1.50, ns). and ‘Other’ (F[2 , 109] = 
0.56, ns).
Finally, mean scores for susceptibility to PTSD were not found to differ 
significantly between the groups ( F[2 ,109] = 1.25, ns).
As previously noted (see pp. 271-272), Parker and Asher (1987) argued 
that in order to understand the dynamics of children’s social relationships it was 
also necessary to take some measure of their socialisation experiences outside the 
school grounds. In doing so, they hypothesised that it would be unlikely that 
children who were popular outside school would exhibit many of the long-term 
sequelae of peer rejection. To explore the potential effects social interactions 
conducted outside of school had upon the various measures used in this study, 
participants were allocated to one of two groups based upon their responses to 
the questions ‘Who did you spend your free time with after school and during the 
summer holidays?’. Those who were assigned to Group 1 (70 gay or bisexual men 
and 18 lesbian or bisexual women) reported spending their free time either alone 
or, perhaps, one friend. Those who were assigned to Group 2 (21 gay or bisexual 
men and 8 lesbian or bisexual women) reported spending their free time with either 
a small group of friends of with many friends. For this analysis, one-way analyses 
of variance (ANOVA) was employed (see Table 26) as the data did not meet all of 
the assumptions underlying the use of analysis of covariance (ANCOVA). Two 
observations were omitted due to missing data.
Before conducting the analyses, the constancy of any reported effect was 
again assessed when comparison was made between the two groups to determine 
whether or not members differed significantly in terms of experiences of bullying 
in adulthood (see above, pp. 280-281), or in terms of their exposure to positive 
and negative life events. One-way analysis of variance indicated that both groups 
did not differ significantly in terms of their experiences of bullying in adulthood (F 
[1,115] = 0.01, ns), or in terms of their exposure to positive (F [1, 115] = 0.03, 
ns) or negative (F [1,115] = 0.02, ns) life events.
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TABLE 26: Friendships Enacted Outside School and Their Psycho-Social Correlates:
Mean Scores
Group 1 Group 2
Alone/1 Friend Lots of Friends
N  29
Age know lesbian/gay/bisexual 12.4 14.3
Age o f‘coming out’ 18.5 17.9
Severity of school bullying 17.9 18.4
Self-harm/suicide and school bullying 0.8 2.2
Self-harm/suicide and other reasons 0.5 0.6
Negative affect (MAACL)
- Depression 18.8 18.3
- Anxiety 9.2 10.2
- Hostility 11.4 11.8
- Total 39.5 40.3
Possessiveness 27.9 27.0
Number of same-sex relationships 4.5 3.5
Duration of same-sex relationships 3.7 3.6
Number of casual same-sex sexual partners 39.7 20.1
Total number of same-sex sexual partners 41.0 24.1
Internalised homonegativity (RHAI)
- Self 29.7 28.9
- Disclosure 31.0 31.8
- Other 16.1 15.4
- Total 76.1 76.0
Post-traumatic stress disorder (total score) 78.5 73.1
No significant differences were found between the groups in terms of the 
average age when they knew they were lesbian, gay or bisexual (F [1, 96] = 2.70, 
ns), or in terms the age at which they disclosed their sexual orientation to another 
person (F [ l, 101] = 0.22, ns). Similarly, no significant differences were found 
between the groups in terms of the severity of the bullying they experienced at 
school {F [2, 103] = 0.83, ns). However, a significant difference was found 
between the groups with participants from group 2 reporting, on average, more 
attempts at self-harm or suicide than members of group 1 as a result of bullying {F 
[1, 105] = 4.29, p < .05). Reports of self harming behaviour or suicidal ideation for
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‘other’ reasons were not found to be significantly different between groups {F [1, 
109] = 0.02, ns).
In terms of negative affect, mean scores for MAACL subscales were not 
found to vary significantly between groups in terms of depression {F [1, 114] = 
0.09, ns), anxiety (F [1, 114] = 1.34, ns) and hostility {F [1, 114] = 0.14, ns). 
Mean scores for the total MAACL were also not found to differ significantly 
between groups (F [1,114] = 0.07, ns).
In terms of relationships and sexual partners, no significant differences 
were found between the groups in terms of the number of relationships they had 
enjoyed (F [l, 109] = 1.25, ns), or their duration (F [1, 113] = 0.06, ns). In terms 
of possessiveness within relationships, no significant differences were found 
between the groups (F [1, 114] = 0.10, ns). Similarly, no significant differences 
were found between the groups in terms of the number of same-sex casual sexual 
partners participants reported (F [1, 104] = 0.65, ns) or their estimates of the 
total number of same-sex sexual partners they recalled (F [l, 105] = 0.48, ns).
In terms of internalised homonegativity, mean scores for the total RHAI 
were not found to differ significantly between groups (F [1, 111] = 0.01, ns). 
Similar results were found when considering each of the subscales in turn: ‘Self (F 
[1, 111] = 0.14, ns), ‘Disclosure’ (F [l, 111] = 0.11, ns). and ‘Other’ (F [l, 111] = 
0.44, ns).
Finally, mean scores for susceptibility to PTSD were not found to differ 
significantly between the groups (F [l, 111] = 1.38, ns).
The development of intimate relationships in adulthood
Based upon the findings of both Gilmartin (1987) and Cahill et al. (1991), it was 
conjectured that participants in this study would not only show indices of 
insecurity within relationships, but that those who were more affected by their 
experiences of bullying at school would also demonstrate a number of difficulties 
in terms of forming and maintaining a long-term relationship with a significant
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other, and were likely to report a history of difficulties in maintaining platonic 
relationships with members of the same and opposite sex.
At the time the survey was conducted, 76% of participants were or had 
recently been in a relationship where there had been an emotional involvement 
and/or they had lived with someone. The average length of time participants who 
were in a relationship at the time had been together with their partner was 3.3 
years (3.2 years for men and 3.6 years for women) {F [1, 88] = .15, ns) with the 
duration varying from a matter of a few months to 18 years (0-14 years for men 
and 0-18 years for women).
Table 27 shows participants’ estimates of the number of casual and 
intimate relationships they have enjoyed. On the whole, gay and bisexual men 
recalled having had more sexual partners and more casual relationships than lesbian 
and bisexual women. However, lesbian and bisexual women tended to have had 
slightly more long-term relationships that gay and bisexual men. 8 observations 
were omitted from the analysis due to missing data.
TABLE 27: Means, Medians, Standard Deviations and Ranges of the Number of Casual and 
Long-Term Same-Sex Sexual Partners Reported by Participants
Mean Median
i) Estimated total number of same-sex sexual partners (A
G&B Men (vV = 87) 42 14
L&B Women {N = 24) 17 7
ii) Estimated number of casual same-sex sexual partners
G&B Men 39 10
L&B Women 18 5
iii) Number of same-sex relationships
G&B Men 4 3
L&B Women 5 3
Note: G&B Men (Gay and Bisexual)
L&B Women (Lesbian and Bisexual)
When participants were asked to estimate the average duration of a 
relationship, more gay and bisexual men felt that their relationships lasted longer
S.D. Range
hill)
124.1 0-1000
16.6 0-160
123.3 0-995
32.5 0-156
4.1 0-20
4.7 0-20
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than two years (25%) than lesbian and bisexual women (17%). However, more 
lesbian and bisexual women reported relationships lasting between 6 months and 1 
year (25%) than gay and bisexual men (18%). Overall, no significant differences 
were found in the pattern of participants’ estimates of relationship duration 
according to gender (x2 [5] = 8.11, ns).
In terms of future relationships, the majority of both gay and bisexual men 
(43%) and lesbian and bisexual women (54%) indicated that they hoped that they 
would remain with one partner for more than two years (x2 [1] = 1.64, ns).
Although very few (20% of men and 4% of women) felt that they would never 
have a long-term relationship in the future, a contingency table analysis showed 
that this difference was significant between the sexes (x2 [1] = 1.83, p  < .01).
When asked whether or not they felt more confident when they were in a 
relationship, 66% of gay and bisexual men and 68% of lesbian or bisexual women 
said that they ‘usually’ or ‘always’ did feel more confident when they had a 
partner (x2 [5] = 0.43, ns). However, when asked whether or not they worried
about their partner leaving them for someone else, the majority of participants 
(70%) said that they did (70% of men and 68% of women) ‘sometimes’ or more 
often (x2 [5] = 1.04, ns). Finally, participants were asked whether or not the same 
sorts of problems had emerged within their relationships. The majority (71%) 
(73% of men and 64% of women) felt that the same sorts of problems did 
reappear in their relationships such as a lack of personal confidence and low self­
esteem, an inability to trust a partner, a fear or losing them to another or an 
inability/fear to commit to another person.
In addition, mean scores obtained from Pinto and Hollandsworth’s (1984) 
Possessiveness Scale were compared to those obtained from two samples of 
heterosexual undergraduates attending British universities (bullied and non­
bullied). One-way analysis of variance (ANOVA) found no significant difference 
in mean scores for participants in this study when compared to the sample of 98 
non-bulliedundergraduates (F [l, 178] = 2.68, ns). Similarly, comparison between
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participants and a sample of 109 heterosexual undergraduates bullied in school 
were also found to be not significant (F [1,186] = 2.20, ns).
To assess the degree to which bullying at school was related to the 
formation and maintenance of intimate relationships, a series of one-tailed Pearson 
product-moment correlations were conducted between severity of school bullying 
and possessiveness, number and duration of relationships, number of casual same- 
sex partners and total number of same-sex sexual partners consecutively (see 
Table 28).
TABLE 28: Pearson Product-Moment Correlation Coefficients and Significance Levels 
for Relationship Variables (V = 1 11)
Severity o f  school bullying
Co-efficient p-Value
Possessiveness -.09 .16
Number of relationships .19 .03
Duration of relationships - . 1 0 .15
Number of casual same-sex sexual partners .16 .05
Total number of same-sex sexual partners .16 .05
As Table 28 illustrates, significant relationships were found between 
scores for severity of school bullying and the number of relationships participants 
had enjoyed (r [107] = .19,/? < .03), the number of casual same-sex partners they 
recalled (r [101] = .16,/? < .05), and estimates of the total number of same-sex 
partners over the life course (r [102] = .16,/? < . 05).
Following the correlational analyses, participants were allocated to one of 
two groups on the basis of their high or low scores for severity of bullying at 
school. Allocation to each of the two groups was determined by calculating the 
mean score for the entire sample (mean = 17.8; standard deviation = 12.8), and 
assigning those who scored below the mean to the Tow’ scoring group (scores
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ranging from 1-17), and those who scored above the mean to the ‘high’ scoring 
group (scores ranging from 19-64).
Overall, 65 participants (47 gay or bisexual men and 18 lesbian or bisexual 
women) were assigned to the ‘low’ scoring group for severity of bullying at 
school, while 46 participants (40 gay or bisexual men and 6 lesbian or bisexual 
women) were assigned to the ‘high’ scoring group. 8 observations were removed 
from this analysis due to missing data (see Table 29).
TABLE 29: Relationships, Sexual Behaviour and Severity of Bullying at School:
Mean Scores (N = 111)
‘Low’ ‘High’
N  = 65 46
Possessiveness 29.8 25.2
Number of same-sex relationships 3.5 5.2
Duration of same-sex relationships 3.8 3.5
Number of casual same-sex sexual partners 14.5 65.0
Total number of same-sex sexual partners 18.4 66.7
A series of one-way analyses of variance indicated that there were 
significant differences between the groups in terms of estimates of the total 
number of sexual partners (F [1, 100] = 4.58,/? < .05), estimates of the number of 
casual sexual partner (F [1, 99] = 5.04,/? < .05), and in the number of relationships 
participants had enjoyed (F [1, 105] = 4.58, /? < .05). However, subsequent 
analysis, using analyses of covariance (ANCOVA; partialling out the effects for 
severity of bullying in adulthood and positive and negative life events) indicated 
that there were no significant differences between the groups on all three items.
In addition, one-way analyses of variance indicated that there were no 
significant differences between the groups in terms of the participants estimates of 
the duration of their relationships (F [1, 106] = 0.95, ns), or in terms of their 
possessiveness within relationships (F [1, 108] = 3.15, ns).
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Post-traumatic stress disorder and its correlates
One of the objectives of this study was to explore the relationships between 
symptoms associated with PTSD and other measures of negative affect, paying 
particular attention to factors such as sexual recklessness, relationship 
security/insecurity, alcohol consumption, substance use/abuse and suicidal 
ideation. It was hypothesised that those participants who met the criteria for 
PTSD were more likely to engage in unsafe sexual practices, have fewer 
relationships, engage in substance abuse (including alcoholism), and have a history 
of suicidal ideation when compared to those who did not meet the criteria for 
diagnosis.
According to the American Psychiatric Association (APA) (1994), the 
following criteria have to be met before the diagnosis of post-traumatic stress 
disorder or PTSD: (i) that an individual has ‘experienced an event that it outside 
the range of usual human experience and that would be markedly distressing to 
almost anyone e.g., serious threat to one’s life or physical integrity; serious threat 
or harm to one’s children, spouse, or other close relatives or friends; sudden 
destruction of one’s home or community; or seeing another person who has 
recently been, or is being, seriously injured or killed as the result of an accident or 
physical violence’ (p. 250); (ii) that the traumatic event is persistently re­
experienced in one of five different ways (see Table 30); (iii) that an individual 
persistently avoids stimuli associated with the trauma or reports a numbing of 
general responsiveness since its occurrence as indicated by the presence of at least 
three symptoms (see Table 31); (iv) that an individual reports at least two 
persistent symptoms of increased arousal not present before the trauma (see 
Table 32); (v) and that the duration of the disturbance extends beyond one 
calendar month.
In this study, bullying at school was perceived to be sufficiently serious 
and/or life threatening to warrant an examination of the presence of symptoms 
associated with PTSD. Analysis of the results was broken down into three 
distinct sections corresponding to the diagnostic criteria set out by the APA
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(1994). Table 30 illustrates the number of participants (as percentages) who 
reported experiencing persistent recollections of being bullied at school on a 
frequent basis (i.e. ‘Often’ or ‘Always’) over a period of at least six months.
TABLE 30: Percentage of Participants Reporting Frequent and Persistent Recollections 
of Being Bullied at School: Index of Duration (N  = 119)
Recollection/Re-experience 0-6 mths 1-2 vrs 2-3vrs 3-4 vrs 5 yrs + Total %
Distressing memories 0 2 2 1 16 21
Dreams/nightmares O i l  0 2  4
Re-living events 3 1 1 0 4 9
Flashbacks 0 2 1 2 4 9
Situation/event distress 2 3 2 4 15 26
Approximately one quarter (26%) of participants indicated that they had 
been or continued to be distressed regularly by recollections of bullying in school. 
The majority reported distressing or intrusive memories of those events (21%) 
and indicated that they experienced psychological distress when in situations 
which reminded them of their school days and being bullied (26%). Very few 
(only 4%) reported having dreams or nightmares about being bullied at school, 
however slightly more (9%) recalled having experienced ‘flashbacks’ (illusions, 
hallucinations and dissociative episodes) or a feeling of re-living events while 
awake.
Table 31 (overleaf) illustrates the number of participants (as percentages) 
who reported current and persistent avoidance of certain stimuli or a feeling of 
numbness in responding to people or events surrounding them which they 
associated with being bullied at school.
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion 315
TABLE 31: Percentage of Participants Reporting a Current and Persistent Avoidance of 
Stimuli Associated with Trauma or Numbing o f General Responsiveness (N = 119)
Associative Features Never Not Often Sometimes Often Always
Do you find yourself trying to avoid 
thoughts and feelings which remind 
you of the event(s)?
34 17 29 14 5
Do you avoid activities or situations 
which may remind you of the 
event(s)?
34 17 26 14 9
Do you find it difficult to recall 
important aspects of the event(s)?
37 20 28 9 6
Do you find it difficult to continue 
being interested in things you did 
before the event(s) took place?
60 9 21 6 4
Do you ever feel like an outsider 
in social situations?
6 10 38 33 13
Do you find it difficult to show 
emotions to others?
15 15 37 26 7
Do you ever feel as if you have no 21 19 27 21 13
real future (i.e. no prospect of 
having a partner, career or long 
life)?
Nearly half of the participants in this survey (46%) reported regularly 
(responses ‘Often’ and ‘Always’) feeling like an outsider in social situations and 
34% said that they regularly felt as if they had no real future (no prospect of 
having a partner, career or long life). 33% reported that they often or always 
found it difficult to show emotion to others while 23% said that they actively 
avoided social situations which would (potentially) remind them of events at 
school. 19% felt that they actively sought to avoid thoughts and feelings they 
associated with their school days on a regular basis, and 15% said that they often 
or always had difficulty recalling particular incidents associated with being bullied 
at school. Only 10% said that they regularly found it difficult to continue with 
any interests they had prior to being bullied, although this result was to be 
expected as interests/recreational activities/hobbies may change with age.
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Table 32 illustrates the number of participants (as percentages) who 
reported current and persistent symptoms of arousal.
TABLE 32: Percentage of Participants Reporting Current and Persistent Symptoms of 
Arousal Not Present Before Being Bullied at School (N -  119)
Symptoms of Arousal Never Not Often Sometimes Often Always
Do you ever have difficulty going to 
sleep or staying asleep?
16 14 38 22 10
Do you feel irritable? 4 11 43 36 6
Do you ever have outbursts of anger? 8 26 44 21 2
Do you ever feel as if you cannot 
express yourself?
13 20 33 30 5
Do you ever feel as if you are losing 
control?
13 23 35 22 7
Do you ever have difficulty 
concentrating on what you are doing?
3 18 40 35 4
Do you become very wary of meeting 
new people or facing new situations?
10 20 31 21 18
Do you ever over react? 6 22 39 27 6
Do you become nervous in situations 
which remind you of the event(s)?
27 15 27 18 13
Do you ever take alcohol to help you 
cope with memories of the event(s)?
61 12 19 4 3
Do you ever take prescription drugs to 
help you cope with memories of the 
event(s)?
81 9 6 1 3
Do you ever take non-prescription 
drugs to help you cope with memories 
of the event(s)?
80 7 8 4 1
As can be seen from Table 32, irritability was the most commonly cited 
symptom (42%) which participants reported experiencing on a regular basis 
(‘Often’ or ‘Always’), followed by poor concentration (39%), a wariness of 
meeting new people or facing new situations (39%), and difficulties in self- 
expression (35%). 33% felt that they often or always over reacted to situations or 
events which caused them discomfort, and 32% said that they suffered from 
dysomnia on a regular basis. 31% reported regularly feeling nervous in situations
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which reminded them of being at school and 29% reported that they often did not 
feel as if  they were in control of their lives. 23% of participants said that they 
often had outbursts of anger. 7% reported taking alcohol on a regular basis to help 
them cope with memories of being bullied at school while 5% said that they also 
took non-prescription drugs to help them cope. Finally, 4% indicated that they 
were regularly prescribed with prescription drugs which helped them cope with 
memories of being bullied at school.
In order to determine the number of participants who met the criteria for 
the possible diagnosis of PTSD, responses to all 24 items on the PTEQ were 
recoded with ‘O’ (zero) scores being entered for those participants who responded 
‘Never’, ‘Not Often’ and ‘Sometimes’ and ‘1’ being entered for those who 
responded ‘Often’ and ‘Always’. Only those participants who reported 
experiencing at least one of the five recollective items (see Table 30) for a period 
of six months or more were included (although PTSD can be diagnosed if 
symptoms persist for one month or more following the traumatic event). Overall, 
20 participants (14 gay or bisexual men and 6 lesbian and bisexual women; 17%) 
met the criteria for PTSD having experienced at least one recollective symptom for 
a period of no less than 6 months, together with at least three current and 
persistent associative features (see Table 31), and at least two persistent 
symptoms of increased arousal (see Table 32).
Comparison was then made between those participants who potentially 
met the criteria for diagnosis of PTSD (Group 1; 77= 20) and those who did not 
(Group 2; N  = 96) on a number of measures incorporated into the survey and 
which were considered sequelae of long-term exposure to violence. Scores for 3 
borderline participants were removed from this analysis.
Table 33 provides summary data from the analyses of variance (ANOVA) 
and, where the assumptions were met, analyses o f covariance (ANCOVA) 
controlling for positive and negative life events and severity o f bullying in 
adulthood.
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TABLE 33: Comparison of PTSD Groups on Associated Measures of Negative Affect, 
Internalised Homonegativity, Relationships and Sexual Behaviour
Group Mean
Age know lesbian/gay/ 
bisexual
Age o f‘coming out’
Negative affect (MAACL)
- Depression
- Anxiety
- Hostility 
Possessiveness
Number of same-sex 
relationships
Duration of same-sex 
relationships
1 {N =  20) 13.4
2 (A =96) 12.9
Number of casual same-sex 1 
partners 2
Total number of same-sex 1 
sexual partners 2
Internalised homonegativity (RHAI)
-Self
- Disclosure
- Other
- Total
Post-traumatic stress 
disorder
16.4
18.9
22.6
17.8
10.6
9.2
12.4 
11.3
32.7 
27.2
4.0
4.2
3.3 
3.8
90.0
22.8
90.5
24.7
34.0 
28.6
34.0 
30.4
16.1 
15.8
81.3
75.0
64.0
32.0
ANOVA
0.17
2.49
6.26*
1.54
0.84
2 .(
0.05
1.01
5.78'
5.73s
5.02'
2.23
0.04
1.30
33.84**
ANCOVA
6.28'
4.03s
3.28
4.74'
32.19**
Note: * p  < .05, ** p  < .001
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As the results illustrated in Table 33 show scores for depression, number 
of casual same-sex sexual partners and personal homonegativism (‘Self) were 
significantly higher for participants who met the criteria for PTSD when 
compared to those who did not.
The next stage of the analysis involved comparing participants’ data 
relating to self-harming behaviour and suicidal ideation and substance use/abuse 
according to their membership of one or other PTSD group. As previously noted 
on page 311, it was hypothesised that those participants who met the criteria for 
PTSD were more likely to engage in substance abuse (including alcoholism), and 
have a history of suicidal ideation when compared to those who did not meet the 
criteria for diagnosis.
TABLE 34: Comparison of PTSD Groups on Measures of Self-Harm, Suicidal Ideation 
and Use of Alcohol, Prescription and Non-Prescription Drugs.
Group Mean Median S.D.
Self-harm/suicide and school bullying 1 1.9 1.0 2.9
2 0.7 0.0 2.1
Self-harm/suicide and other reasons 1 0.7 0.0 1.9
2 0.5 0.0 2.0
Do you ever take alcohol to help you 1 2.0 1.0 1.3
cope with memories of the event(s)? 2 1.6 1.0 1.0
Do you ever take prescription drugs to 1 1.9 1.0 1.3
help you cope with memories of the 
event(s)?
2 1.1 1.0 0.4
Do you ever take non-prescription 1 1.6 1.0 1.1
drugs to help you cope with memories 
of the event(s)?
2 1.2 1.0 0.6
Overall, the descriptive statistics presented in Table 34 suggested that, in 
terms of median reports on the various questions relating to self-harming 
behaviour, suicidal ideation, and substance use/abuse, the groups did not differ 
substantially. However, the means and standard deviations (if the data if treated as 
quasi-interval) suggested that participants who met the criteria for PTSD were 
slightly more likely to reports having attempted self-harming behaviour and/or 
suicide as a result o f being bullied at school, and were slightly more likely to 
report taking prescription and non-prescription drugs occasionally to help them
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cope with memories of past events (i.e. bullying) than those who did not meet the 
diagnostic criteria.
Causal influences on perception of self as lesbian, gay or bisexual in adulthood 
The final analysis conducted with the data gathered from the survey of psycho­
social correlates and long-term effects of bullying focused upon the overall impact 
bullying at school had upon participants’ perceptions of themselves as lesbian, 
gay or bisexual. Based upon the various analyses reported in this chapter, it was 
hypothesised that, in addition to having a direct effect upon perception of self as 
lesbian, gay or bisexual, bullying at school would also have an indirect effect 
through variables such as self-harming/suicidal behaviour, bullying in adulthood, 
depression, anxiety, possessiveness within relationships and the number of same- 
sex partners. To assess the degree to which bullying in school affected 
participants’ perceptions of themselves as lesbian, gay and bisexual, an input path 
diagram was constructed illustrating the hypotheses under investigation (see 
FigureS).
FIGURE 8: Proposed Input Path Diagram of Causal Relationship Between Bullying at 
School and Perception of Self as Lesbian, Gay or Bisexual
Perception of Self 
as LGB
School
Bullying Adult
Bullying
N. of Suicide/ 
Self-Harm Attempts Depression
Anxiety
Possessiveness
N. of Sexual 
Partners
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As the path diagram illustrates, it was predicted that bullying at school 
would have a direct effect upon participants’ perception of self as lesbian, gay or 
bisexual. However, it was also predicted that perception of self would be affected 
indirectly by bullying at school as a result of participants’ experiences of suicide 
ideation and self harming behaviour, bullying in adulthood, depressive tendencies, 
anxiety, levels of possessiveness and number of sexual partners.
In accordance with the method described by Bryman and Cramer (1997), 
the path diagram was tested using structural equation modelling whereby a series 
of standard multiple regressions were conducted with scores for the RHAI 
subscale Self, severity of bullying in adulthood, number of suicide attempts, 
scores for the MAACL subscale for depression and anxiety, scores of Pinto and 
Hollandsworth’s (1984) Possessiveness Scale and the number of partners reported 
by participants acting as the dependent variable respectively. Results from the 
evaluation of assumptions underlying multiple regression led to the logarithmic 
transformation of one of the independent variables - number of partners - to 
improve the normality, linearity and homogeneity of variance. Furthermore, tests 
of tolerance and multicollinearity indicated that one independent variable - 
depression - was intercorrelated with the others, thus suggesting that its 
variability could be explained by the presence of the other independent variables 
in the equation (tolerance coefficient .48). In addition tolerances for measures for 
severity of bullying at school (see p. 280) and in adulthood (see pp. 280-281) 
were found to be relatively low (.43 and .49 respectively) and, therefore, they 
were replaced with participants’ estimates of duration (in accordance with 
Leymann and Gustafsson’s [1996] suggestion). Consequently, the model was 
revised (see Figure 9) excludingdepression as an independent variable. Tolerances 
were again computed and coefficients were found to range from .66 to .95, 
indicating that little of the variance in each of the remaining six independent 
variables could be explained by a combination of the others. For this analysis data 
provided by the transgendered participant was excluded as were all cases with 
missing values. Concomitantly, gender wise comparisons of scores for number of 
suicidal/self-harming attempts, anxiety, possessiveness, number of partners and
Chapter 5: Psycho-Social Correlates and Long-Terms Effects: Results and Discussion
perception of self as lesbian, gay or bisexual were not found to be significant at p  
< .05. jV= 46.
FIGURE 9: Revised Input Path Diagram of Causal Relationship Between Bullying at School 
and Perception of Self as Lesbian, Gay or Bisexual
N. of Suicide/ 
Self-Harm Attempts Anxiety
N. of Sexual 
Partners
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Duration of School 
Bullying
Perception of Self 
as LGBDuration of Adult 
Bullying
Overall, the output path diagram shown in Figure 10 (overleaf) accounted 
for some 31% of the variance (R2) in participants’ perception of themselves as 
lesbians, gay men and bisexual men and women (F [6, 39] 2.93, p  < .02).
The Beta coefficient (/3) for the direct effect of school bullying was found
to be greater (.14) than the indirect or combined effects of the remaining five 
variables (-.06). The direct, indirect and total effects of each of the independent 
variables are shown in Table 35 (p. 323).
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FIGURE 10: Output Path Diagram (/5-coefficients) of Causal Relationship Between Bullying 
at School and Perception of Self as Lesbian, Gay or Bisexual
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As can be seen from Table 35 (overleaf), the variable with the largest 
direct effect upon participants’ perception of themselves as lesbian, gay or 
bisexual is anxiety (jS .44), followed by the duration of bullying at
work/university/college (/S .17) and the number of suicide/ self-harming 
attempts made in adolescence (/3 .16). Interestingly, experiences of bullying in 
adulthood had a greater effect upon perception of self directly than bullying at 
school (fi .14), although their indirect effects were both found to be negative (-
.08 and-.06 respectively). The (logarithm of) number of partners participants 
had enjoyed had a small but negative direct effect upon perception of self as
lesbian, gay or bisexual (P -.04).
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TABLE 35: Direct, Indirect and Total Effects of Each Independent Variable upon Perception
of Self as Lesbian, Gay or Bisexual
Effect Direct Indirect Total
Duration of school bullying .14 -.06 .08
Duration ofbullying in adulthood .17 -08 .09
Number of suicide/self harming attempts .16 .11 .27
Anxiety .44 .03 .47
Possessiveness .10 002 .10
Number of partners -.04 -04
Discussion
In the opening pages of this chapter, I outlined the aims and objectives of this 
exploratory study of the psycho-social correlates and long-term effects of bullying 
at school for a sub-sample of 119 lesbians, gay men and bisexual men and women. 
In this section, I discuss the findings from the analyses presented above in light of 
the theories and hypotheses proffered by a number of researchers cited in Chapter 
2. To begin with however, I provide a brief commentary on the results from the 
exploratory factor analysis reported on pages 279-286.
Psycho-social correlates and long-term effects: an exploratory investigation 
As I noted on page 279, in this study I was interested in determining whether or 
not there were significant associations between experiences of bullying at school 
and suicidal ideation, relationship difficulties, negative affect and PTSD. In order 
to determine the degree of association between a childhood event and various 
outcomes measured in adulthood, a number of intervening factors also had to be 
taken into consideration: these included experiences of bullying or harassment in 
adulthood, and recent positive and negative life events. Yet, because this study 
was exploratory, and had little in the way of guidance from previous research 
conducted with lesbian, gay and bisexual samples to draw upon, the first step in 
understanding the nature of the data was to employ factor analysis to gain a sense 
of the relationships between key variables used in this study.
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As Table 18 (p. 285) demonstrates, using Kaiser’s criterion, 5 factors were 
elicited from the data and these factors were found to be very closely allied to 
some of the issues identified by King et al (1998) in their study of PTSD among 
Vietnam war veterans. According to King et aï., in their study resilience and/or 
recovery following a traumatic episode was linked to three primary factors: (i) 
personal hardiness; (ii) social support; and (iii) the ability to cope with 
subsequent life stressors. Added to the above three factors, the researchers also 
built into their study a consideration of ‘other’ potential influences upon recovery 
rates among veterans. These included: (i) an assessment of the nature of the 
combat to which veterans were exposed; (ii) their exposure to atrocities or 
extraordinary episodes of violence; (iii) their experiences of one or more episodes 
during the conflict in which there was a perceived threat to personal safety; and 
(iv) their reported discomfort resulting from exposure to a malevolent environment 
(see Figures 3 and 4; pp. 79-80).
King et alSs (1998) results suggested that factors such as personal 
hardiness and social support had a significant effect upon long-term recovery. 
They particularly noted the fact that the indirect effect of personal hardiness upon 
susceptibility to PTSD for example, through the variable ‘functional social 
support’, accounted for over three quarters of the variance in men and over half of 
the variance in women. They also argued that their results provided support for 
Solomon etaV s  (1989) observation that negative life events occurring post-trauma 
had the effect of depleting ‘intrapersonal coping resources’ (p. 431).
Consequently, King and colleagues suggested that exposure to negative life events 
would have a direct effect upon the likelihood of veterans suffering from PTSD 
because of their inability to expend additional personal energy in combating 
unforeseen stressful experiences.
In the present study, the factor analysis suggested that issues such as the 
degree of support participants received from members of their family and teachers 
were important considerations when reflecting upon the impact school bullying 
has had upon their lives (see Factor 5; Table 18, p. 285). In addition, the results
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also suggested that the absence of friendships formed and maintained during 
adolescence was associated with both negative affect and PTSD, and this again 
reinforced the view that social support may act as a buffer against long-term 
negative outcomes (see Factor 4).
It is interesting to note that one of the factors (Factor 1) elicited from the 
data brought together the items, ‘total number of academic qualifications , 
‘possessiveness’, ‘employment status’ and attempted self-harm/suicide as a 
result ofbullying at school’. Initially, the associations between these four items 
seemed problematic in terms of interpretation. While the association between the 
items ‘total number of academic qualifications’ and ‘employment status’ was 
relatively straight forward (i.e. greater number of qualifications, the greater the 
employment potential), their association with possessiveness within relationships 
and self-harming/suicidal behaviour did not suggest coherence within the data set. 
However, in King et a lfs  (1998) study, one of the factors the researchers 
associated with resilience was ‘personal hardiness which they suggested was 
made up of three primary components: (i) the sense of having control over one s 
life; (ii) a sense of commitment and meaning underpinning one’s existence; and (iii) 
an ability to view life changes as challenges. King et al. hypothesised that veterans 
who were deemed more hardy would be able to utilise coping strategies better than 
those who were deemed less hardy, and, therefore, were less likely to suffer from 
stress related illness affecting both physical and mental health.
Expanding upon King et aVs (1998) hypothesis, it seemed likely that, in 
the present study, an individual who reported having attempted to self-harm or 
take her/his own life as a result ofbullying (and had survived) would embark upon 
one of two developmental trajectories: (i) (s)he would continue to perceive her/his 
world negatively and may continue to engage in self-destructive behaviours; or (ii) 
(s)he would resolve not to continue to follow a self-destructive path, and would 
channel her/his energies into an alternative and, perhaps, positive outcome (e.g. 
educational achievement). If one accepts the latter proposition, it then becomes 
possible to explain the associations between the item loadings found in Factor 1. 
Not only did they suggest that those who engaged in self-destructive behaviours
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decided to focus upon academic pursuits which, in turn, facilitated them in terms 
of career choice, it also suggested that their unwillingness to continue in the 
‘victim’ role meant that they were potentially much more positive in their attitude 
towards life, and, particularly, in the pursuit of meaningful relationships (hence 
the negative loading for ‘possessiveness’). Furthermore, academic pursuits may 
have provided participants with a sense of commitment and meaning in terms of 
givingthem a goal or objective to strive towards (cf. King era/.).
Partial support for the above hypothesis comes from Sylva’s (1994) study 
of educational achievement and locus of control among school children. According 
to Sylva, school experiences exert a great deal of influence on the lives of young 
people because they become, to all intents and purposes, a captive audience who 
will spend approximately 15,000 hours of their lives within statutory education. 
In Sylva’s study, she considered the role of perceived locus of control in 
determining rates of academic failure and school drop-out. She argued that pupils 
with an internal locus of control (i.e. those who perceived themselves to have 
some control over their environment) were less likely to drop-out of school and 
were more satisfied with their academic achievement than those with an external 
locus of control (i.e. those who believed that they had little or no control over 
their environment). According to Sylva, her results suggested that if children are 
allowed to experience a degree of control over their learning environment, then 
they will learn more effectively’ (Herbert, 1998, p. 143). Thus, it was 
hypothesised that, in the present study, the associations between those items 
loading onto Factor 1 may be illustrative of participants’ beliefs in their own 
ability to exert control over their environment, and their determination not to 
allow a particularly negative experience (i.e. self-harming behaviour/suicidal 
ideation as a result of bullying at school) to have a hold over their lives. 
Furthermore, as the items loading onto Factor 3 illustrated, levels of internalised 
homonegativity and the age at which participants disclosed their sexual orientation 
were closely allied (.796 and .752 respectively), and these items also suggested 
that the age at which they (participants) were able to accept their sexual 
orientation and disclose it to others had a significant role to play in their resilience 
following bullying at school.
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The factor analysis also provided confirmatory evidence of a link between 
victimisation and sexual recklessness in adulthood. As the item loadings illustrate 
in Factor 2, the severity of bullying experienced both at school and in adulthood 
loaded positively onto participants reports of the total number of same-sex sexual 
partners (casual and long-term). Indeed, it will be recalled that, in their study of 
the long-term effects of sexual abuse in childhood, Cahill et al. (1991) cited a 
number of clinical studies that suggested that survivors were not only likely to 
suffer from anxiety and depression, low levels of self-esteem and high levels of 
dissociation, but that they were also likely to have a poor self-image in adulthood, 
and were likely to experience difficulties in forming and maintaining lasting 
intimate relationships. Indeed, concordant with the present study, Wyatt, Guthrie 
and Notgrass (1992) noted that women who were abused physically and/or 
sexually both as children and then later as adults, were also prone to engage in 
sexually reckless behaviour, taking multiple, often casual, partners with little 
regard for safe-sexor the use barrier contraception to ward against infection from 
sexually transmitted diseases (STDs). Thus, it would seem that, in the present 
study, the more severe and long-term the bullying experienced at school, the more 
likely participants are to engage in unsafe and transient sexual behaviours, and this 
may be due, in part, to their inability to form or maintain a lasting intimate 
relationship, or, indeed, their unwillingness to place themselves in a position 
where they may be hurt emotionally, or have their trust abused by another.
Suicidal ideation in adolescence
In their study of suicidal ideation and parasuicidal behaviour among a random 
sample of 750 young males living in Calgary, Bagley and Tremblay (1997) found 
that gay and bisexual young men were 14 times more likely to engage in self- 
destructive behaviours than heterosexual young men, and this they attributed to 
both family and community reactions to individuals’ emerging gay or bisexual 
identities. Although, as previously mentioned, Hershberger and D’Augelli (1995) 
were cautious about making a link between suicidal ideation and peer, family and 
community intolerance, as I discussed in Chapter 2, much of the current research 
focusing upon self-harming behaviours among sexual minority youth (lesbian, gay.
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bisexual and transgendered) has suggested that both personal and societal negative 
appraisals of homosexuality and/or bisexuality have had an impact upon young 
people’s mental health and their susceptibility to self-harming and suicidal 
behaviours (for supporting evidence, see Roesler and Deisher, 1972; Remafedi, 
1987; Martin and Hetrick, 1988; Schneider, Farberow and Kruks, 1989; Remafedi, 
Farrow and Deisher, 1991; Magnuson, 1992; Rotheram-Borus, 1992; Uribe and 
Harbeck, 1992; Hammelman, 1993; Proctor and Groze, 1994; Herdt and Boxer,
1996).
As I noted on page 267, in this study it was considered likely that 
participants would report suicidal or self-harming behaviours in adolescence as a 
result of the difficulties they had faced in coming to terms with their sexual 
orientation. Concomitantly, in line with Bagley and Tremblay’s (1997) 
observation, it was also considered likely that rates of self-harming behaviour and 
suicidal ideation would be negatively affected by participants experiences of 
bullying at school. Taking Warren’s (1984) reported level of suicidal ideation 
(20%) as a baseline for comparison (gathered from 416 lesbian and gay youth in 
London), it was expected that participants’ reports of self-destructive behaviours 
in adolescence would be higher than those reported in Warren’s study, although, 
as 1 have already indicated, the level of magnitude could not be determined at the 
time this study was conducted.
As the results demonstrated (see p. 288), just over 50% of participants in 
this study reported contemplating self-harm or suicide as a result of bullying at 
school while 40% said they had attempted at least once, and 30% more than once. 
While these results suggest that participants were particularly at risk from self­
destructive behaviours when they were at school, there are a number of 
methodological considerations relating to the reliability and validity of these 
findings which require some discussion before conclusions can be drawn.
One of the first considerations that must be taken into account when 
assessing the results from this study relates to the retrospective nature of this 
survey and the requirement for participants to distinguish the causative features of
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their self-harming behaviour. While the current study relied a great deal upon the 
accuracy of participants’ recollections for childhood/adolescent events, as I have 
outlined in Chapters 3 and 4, based upon the reliability analysis conducted with a 
sub-sample of 60 participants (pp. 238-244), there was little evidence to support 
the hypothesis that participants’ memories of bullying were not stable across 
time. Similarly, as some of the commentaries relating to the inefficacy of 
retrospective reports are to be found either in published works that have not been 
subject to peer review (see, for example, Ross and Conway, 1986; Neisser, 1982, 
1994), or in research studies using non-probability clinical samples (see Burbach 
and Borduin, 1986; Lewinsohn and Rosenbaum, 1987), very little large scale 
empirical evidence has been presented demonstrating the degree to which 
individuals are able or unable to recall past events accurately across the lifespan. 
Indeed, increasingly researchers have shown that, in terms of recalling negative 
events that have an emotional impact upon the individual, such recollections are 
likely to remain accurate over time because of (i) their personal relevance and (ii) 
their potential or actual consequences (see Rubin and Kozin, 1984; Pillemer, 1984; 
Robinson, 1986; Rubin et al., 1986; Conway and Berkerian, 1987; Wright and 
Gaskell, 1992; Shum, 1996).
A second consideration relates to current estimates of suicidal ideation 
among adolescents when they are at school. Data suggest that between 8-13% of 
all young people attempt suicide on at least on occasion (see Mehan, Lamb, 
Saltzman and O’Carroll, 1992), and it has been argued that where such ideation is 
related to issues of sexual orientation, estimates can rise substantially, ranging 
from 30% to 62.5% (Gibson, 1989; Hershberger and D’Augelli, 1995; Bagley and 
Tremblay, 1997; Tremblay and Ramsay, 1997). However, in Warren’s (1984) 
study, while about one third of participants indicated that they had been bullied at 
school or pressurised to conform in some way, only one fifth of the total sample 
indicated that they had attempted suicide because they were lesbian or gay. 
Although very little information was proffered relating to the reasons 
underpinning such behaviour, comparison of Warren’s data with that of Mehan et 
al. (1992) suggested that lesbian, gay and bisexual youth are more likely to engage 
in self-harming behaviour and suicide ideation than their heterosexual peers
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because of the difficulties they face growing up in a heterosexual world. Therefore, 
by limiting participation in the present study to those who had experienced 
victimisation at school as a result of their actual or perceived sexual orientation, it 
was likely that reported rates of self-harming behaviour and suicidal ideation 
would be considerably higher than the 20% reported by Warren.
A third and related consideration derives from Muehrer’s (1995) assertion 
that it is difficult to separate out the impact of one antecedent from that of 
another when considering self-harming behaviour among young lesbians, gay men 
and bisexual men and women. Comparable with Hershberger and D Augelli
(1995), he has argued that the combined effects of familial as well as societal 
homonegativism have be taken into account when attempting to establish a 
causative link between certain environmental influences and self-destructive 
behaviours. Indeed, it should be recalled that participants in the present study 
were also asked to answer a series of questions relating to self-harming behaviours 
which they believed were the result of factors other than bullying at school. While 
37% said they had contemplated self-harming behaviour or suicide for a number of 
other reasons (including sexual abuse), just over half of that number (19%) said 
that they had attempted to hurt themselves or take their own lives at least once, 
with 8% reporting having engaged in such behaviour more than once. In a similar 
vein, in their study of the prevalence of suicidal ideation among lesbian, gay and 
bisexual youth, Remafedi et al. (1991) found that those who attempted suicide 
were much more likely to have a history of family dysfunction, sexual abuse, 
substance abuse, anti-social behaviour and criminal misconduct which, they 
argued, had an impact upon their propensity to engagein self-harming behaviour.
While there were no direct measures of family functioning, anti-social 
behaviour or criminal misconduct contained within the present study, some 
inferences may be drawn from the survey instrument. For example, of those 
participants who completed the PTEQ, 9% indicated that they took prescription 
drugs ‘sometimes’ or more often to help them cope with memories of being 
bullied, while 11% admitted taking non-prescription drugs, and a further 22% said 
that they had taken alcohol as a suppressant (with 6% reporting taking it
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regularly). Similarly, it should be recalledthat, in the survey ofbullying at school, 
very few participants (15%) reported telling someone at home why they were 
being bullied which suggests that, while the majority of families may not 
necessarily have reacted negatively if participants had disclosed the reason for 
their victimisation, they were not given the opportunity to be supportive. Thus, it 
was impossible to determine the level family functioning in this study. However, 
as Table 25 illustrates (p. 304), the overall degree of social support participants 
received (from family members, peers and/or teachers) when they were being 
bullied at school was found to have a differential effect upon scores for negative 
affect with those receiving no support scoring high on measures of depression and, 
more pertinently, hostility, than those who received some or a great deal of 
support.
The above findings suggest that while participants may have found it 
difficult to separate out the reasons underpinning their attempts to self-harm or 
commit suicide, this may have been due, in part, to a ‘layering effect whereby the 
effects of bullying at school were exacerbated by their (the participants’) 
perceptions of potential intolerance or hostility from within the community or, 
indeed, from within the family; and this is likely to have resulted in both their 
alienation and further isolation, thus reducing their chances of seeking or receiving 
support. Indeed, this is a view shared by Frable et al (1998) who argued that 
students with concealable stigmas (e.g. being lesbian or gay) were not only more 
likely to lack social support, they were also more likely to lack expert knowledge 
about their social group because of (i) their isolation, and (ii) their perception of 
the mores of the society or culture in which they lived. And, as Frable et al 
pointed out, such isolation resulted in students negatively appraising themselves, 
their stigma, and those who were similarly stigmatised.
Bullying in adulthood
Earlier in this chapter (see pp. 267-269) I argued that while very little is known 
about the experiences of lesbians, gay men and bisexual men and women in the 
world of work, much more is known about the experiences of those attending 
universities or colleges in the US. It was suggested that our lack of knowledge
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about homonegativism at work was due, in part, to the fact that lesbian and gay 
couples have not been considered on a par with heterosexual couples in terms of 
employment benefits, rights and pensions; and, as a result, in the past, many 
lesbians, gay men and bisexual men and women may have remained silent when 
they experienced victimisation or harassment at work in order to retain financial 
security and guard against loss of income.
Within the general work-based population, Rayner and HoeVs (1997) 
assessment of the behaviours that constituted work place bullying encompassed a 
number of scenarios that workers may have experienced on a daily basis but not 
necessarily construed as ‘bullying’ per se (e.g. work overload). Yet, as I pointed 
out earlier in this chapter, where such demands or behaviours were unwarranted or 
intended to undermine an employee, it would seem that bullying was an 
appropriate name for it.
By way of contrast, while Comstock (1991) estimated that, within the 
university or college campus, students from sexual minority groups were four 
times more likely to be victims of assault or harassment than any other group, the 
victimisation of lesbian, gay and bisexual students was much less frequent within 
the higher education context when compared with data on school-based aggression.
As I have stated previously (p. 269), given that, at the time this study was 
conducted, there had yet to be a systematic investigation of homonegativism 
conducted in institutions other than school, the inclusion of a survey of adult 
experiences of anti-lesbian/gay/bisexual victimisation in this study provided an 
opportunity to gather valuable information relating to the nature and frequency of 
such behaviour at work or at university/college. Furthermore, in order to assess 
the psycho-social correlates and long-term effects of bullying at school, the 
incorporation of a measure of victimisation in adulthood allowed for a much more 
sensitive analysis of the data, partialling out the possible effects of adult 
victimisation from the various outcome measures used in this study.
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It may be recalled that in his study of the antecedents and long-term
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argued that there was no systematic association between bullying at school, and 
bullying in early adulthood. Yet, in the present study, 55% of participants 
indicated that they had also been bullied or harassed either at work or at 
university/college ostensibly on the grounds of their actual or perceived sexual
orientation.
Comparable to their experiences of bullying at school (see Chapter 4, p. 
220), participants who reported being bullied in adulthood (either at work or at 
university/college) indicated that verbal harassment was used by their peers most 
frequently as a method of intimidation (24%). Indirect methods of victimisation 
such as rumour mongering were also frequently cited (19%) as was being 
frightened by a person’s look or stare (17%). Sexual assault and/or harassment 
were/was reported by some participants (12%), and, surprisingly, it preceded 
both social isolation (11%) and physical assault (4%) in terms of its frequency. 
While significantly more men than women reported having rumours spread about 
them, the results also indicated that women were more likely to report being 
isolated by their peers or co-workers than men, and this is worthy of further 
consideration.
In Chapter 1 (p. 27) I reported that, in their study of victimisation among 
194 lesbian, gay and bisexual young people, Pilkington and D’Augelli (1995) 
found a higher rate of physical violence directed against the young lesbian and 
bisexual women when compared to young gay and bisexual men. They suggested 
that such a finding may have been linked to the differing nature of social 
relationships among young men and young women. They maintained that young 
women are far more likely to disclose personal information to their friends than 
young men, and because of this they have argued that the young women in their 
survey experienced more physical abuse because peers knew they were lesbian or 
bisexual whereas they only perceived or suspected the young men of being gay. In 
the survey of bullying at school (see Chapter 4, p. 218), the background data 
provided by 190 lesbians, gay men, bisexual or transgendered men and women
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showed that while 50% of women had disclosed their sexual orientation to at least 
one other person by 16 years of age, only 21% of men said that they had similarly
done so.
If, as Pilkington and D’Augelli (1995) have suggested, women are more 
likely to disclose their sexual orientation to their peers than men, this may also 
provide an explanation as to why lesbian and bisexual women in the present study 
reported slightly more direct verbal abuse at work or at university/college, and 
significantly more social isolation when compared to gay and bisexual men {p < 
.03) Based upon the findings from the survey of bullying at school, the fact that 
lesbian and bisexual women were more likely to be open about their sexual 
orientation with colleagues than gay or bisexual men would have rendered them 
much more vulnerable to criticism and abuse. Yet, as the data relating to disclosure 
of sexual orientation shows (p. 299), at the time this study was conducted, there 
was very little difference between lesbian and bisexual women and gay and 
bisexual men in terms of the number who said they were ‘open’ about their sexual 
orientation (89% and 88% respectively), although it must be noted here that no 
measure was taken of the degree to which participants disclosed personal 
information to colleagues at work or at university/college during data collection.
Having said that, the fact that participants tended to be bullied by their 
peers at work or at university/college, rather than by those in authority, or older 
colleagues, suggests that the dynamics of victimisation were very similar to those 
found in the earlier survey ofbullying at school. Indeed, it will be recalledthat in 
the introduction to Chapter 4 (pp. 216-217), it was argued that where bullying 
behaviour is perpetrated by groups of peers (often acting in unison), such 
behaviour may be best understood through the application of deindividuation 
theory (seePostmes and Spears, 1998) where it was suggested that the nature of 
the behaviour to which an individual is exposed at the hands of a group will be 
potentially more aggressive and more physically harmful than that perpetrated by 
an individual due to the release from personal inhibition. In addition, 
deindividuation theory also suggests that where a group is led by an identified 
individual, the aggressive behaviour of that person is likely to be greater than that
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of the group, who, in turn, may goad the victim or urge the perpetrator on, but 
may not actively participate in the discriminatory behaviour (see also Diener ef 
al, 1973). Finally, as Postmes and Spears argued, where discriminatory attitudes, 
beliefs or behaviours are perceived to be a situational norm by the group, members 
will identify with or participate in the resultant antinormative behaviour in order 
to ensure that they will either retain or augment their social status within the peer 
group, and deflect attention away from themselves (see also Klein, 1946). 
According to Askew and Ross (1989) one of the ways in which such 
discriminatory practices are reinforced is through ‘banter , particularly among 
men, whereby a prejudicial statement is expressed through the medium of 
supposed humour:
‘Backs to the wall lads, here comes Gary’ (Moriarty, 1997, p. 126)
Alternatively, Ridgeway and Balkwell s (1997) discussion of status 
construction theory also provides an insight into the nature of the bullying 
experienced by participants either at work or at university/college (see Chapter 1, 
pp. 58-61). According to Ridgeway and Balkwell, status construction theory 
relates to the process whereby a group arrives at a series of consensual beliefs 
about its order or structure and the value it places upon certain individuals and 
their behaviour through the application of a three stage of model which asserts 
that social structure is organised according to the distribution of resources, the 
distribution of the population on individual-difference variables, and on the 
relationship between these distributions. It will be recalled that the distribution of 
resources and the distribution of the population on individual-difference 
characteristics not only constrains understanding and interaction between the 
various groups that make up a society or culture, but that it promotes the 
development of status beliefs about the individual-difference variables, 
determining a hierarchy of valued and unvalued traits. Eventually, through a lack 
of contact and the development of group-centred status beliefs, each group 
attempts to enforce its own beliefs about valued and unvalued traits through 
education, thus promulgating stereotypical representations that seek to denigrate 
the status of others.
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As Ridgeway and Balkwell (1997) argued, where interaction occurs 
between groups with nominal characteristics (e.g. race, ethnicity or sexuality) that 
are also found to correlate with resource characteristics (e.g. wealth or poverty, or 
success or failure), estimations of ‘situational esteem and perceived competence’ 
follow (p. 14). Thus, access to resources is perceived as a competence, and those 
groups with access to resources (i.e. wealth) perceive themselves to be more 
competent than those without. Additionally, where access to resources (i.e. 
perceived competence) is found to correlate with factors such as race, ethnicity or, 
indeed, sexuality, the group with greater access to those resources evaluates itself 
more favourably than others, and promulgates stereotypes which portray those 
with fewer resources as less worthy (thus raising self-esteem).
A corollary of this tension between the various groups vying for access to 
resources is that those who see themselves to be unjustly barred from access will 
effectively seek to remedy the situation by attempting to change their ‘devalued’ 
status through a series of coping strategies that challenge any perceived threat to 
their social identity, or their interpretation of the social order (see Breakwell, 
1986). Thus, it follows that any individual or group who constitute a threat to the 
social identity of others will, potentially, face discrimination or harassment by 
those who perceive themselves or their social status to be under attack (see also 
Duckitt and Mphuthing, 1998). For those participants in the present study who 
experienced victimisation at the hands of their peers, it is argued that they may 
have been bullied because they were seen as a threat to the status quo; and, as I 
indicated above, by discriminating against a lesbian, gay or bisexual colleague, co­
workers and fellow students not only made a statement about their own sexual 
orientation, they may also have made a wider social statement about the 
acceptability of those who do not conform to the majority’s way of life. Similarly, 
based upon the results from the factor analysis, the interaction between 
educational achievement and employment status suggests that those who had 
overcome their experiences of bullying and had determined to channel their 
energies into positive activities, were likely to be successful within the worlds of 
work, and, indeed, relationships (re: negative loading for ‘possesiveness’), and this
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again may have been viewed by others as a threat to their own identity and the 
status quo, particularly in situations were participants were engagedin high profile 
occupations, or where they sought and/or achieved promotion.
If one accepts the above hypothesis, it is then possible to view 
homonegativism in two ways. On the one hand, homonegativism may be the 
expression of an individual’s or group’s negative appraisal of those who are 
attracted to members of their own gender: it is, in essence, an active form of 
discrimination, which, as I outlined in Chapter 1, can take many forms. 
Alternatively, rather than homonegativism being an expression of anti­
lesbian/gay/bisexual feeling, it can also be viewed as an expression of pro­
heterosexual sentiment: a re-statement of the predominance and commonality of 
heterosexuality among Humankind. In this respect is ceases to be active 
'homonegativism ’ and becomes, as Rothblum and Bond (1996) have argued, 
'heterosexism ': the unwillingness to recognise the salience of any state other than 
that of heterosexuality. Indeed, as Rothblum and Bond wrote, in the US, the 
AmericanPsychological Association guidelines for languagefree from heterosexual 
bias (Committee on Lesbian and Gay Concerns, 1991) stated a preference for this 
term [heterosexism] rather than homophobia, because the latter individualizes 
discrimination by its fear and phobia’ (p. ix). Thus, it would seem that, similar to 
Hawker’s (1997) differentiation between agonic and hedonic aggression, it is also 
necessary to differentiate between the active (i.e. homonegative) and passive (i.e. 
heterosexist) discrimination within society, and it may be argued that it is the 
latter that requires much more consideration and research.
Notwithstanding, the absence ofbullying by supervisors, line-managers or 
those in authority in the present study is interesting, and may have been indicative 
of the impact equal opportunities legislation has had upon both the working and 
academic environment. Policies stating that employers or universities/colleges 
cannot discriminate on the grounds of gender, race, disability, religious beliefs, 
marital status and/or sexual orientation should not be discounted when considering 
the dynamics of bullying behaviour in adulthood. For example, if a line manager, 
supervisor or other authority figure were to discriminate against an individual
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because they were lesbian, gay or bisexual, where an equal opportunities policy 
was in operation, it would leave the way open for the employee/student to seek 
legal redress and compensation if their case were to be upheld by an industrial 
tribunal or disciplinary hearing. However, it is uncertain whether or not employers 
or academic institutions would necessarily be held responsible for the 
discriminatory behaviour of their employees/students, especially if they had taken 
every reasonable step to ensure the safety of the victim at work or at 
university/college. With respect to participants in the current study, the fact that 
only one quarter of those who reported being bullied/harassed at work or at 
university/college said that they had told a manager/supervisor or someone in 
authority, suggested that where the employer or the institution was not made 
aware of the actions of those in its charge, not only was their legal responsibility 
toward the victim questionable, but their ability to counter such behaviour by 
employees was limited substantially.
In terms of the impact bullying in adulthood has upon the individual with 
respect to negative affect, internalised homonegativity and PTSD, it is interesting 
to note that there was no evidence to suggest that participants who were bullied as 
adults were any more likely to suffer from an affective disorder, internalised 
homonegativity or PTSD than those who bullied solely at school. Indeed, these 
findings suggest that experiences of victimisation in childhood and adolescence 
have a greater potential impact upon susceptibility to mental health problems than 
experiences occurring later in life. Although this hypothesis does not follow the 
logic underpinning King et aids (1998) study, it does support the findings of 
researchers in the field of developmental psychopathology (see, for example, 
Kovacs and Devlin, 1998). Indeed, as I reported in Chapter 2 (pp. 71-72) Rutter 
(1989) argued that, while the combined effects of physiological maturation and 
novel social experience will have an impact upon psychological functioning in 
adulthood, it is impossible to remove entirely the effects of early experience from 
the psychological schema of the adult.
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The psycho-social correlates of agonic and hedonic aggression at school 
In Hawker’s (1997) study of social ranking theory and bullying behaviour, it was 
proposed that the subordinate role victims play within the peer group was likely 
to impact upon their susceptibility to a depressive illness, especially where their 
subordination was constantly reinforced over a long period. Building upon this 
proposition, in Chapter 1 (p. 69) I suggested that, unlike agonic methods of 
intimidation which are overt and provide the victim with an opportunity to defend 
herself/himself, where the method is covert the victim can be undermined without 
being given the opportunity to retaliate. While both Gilbert (1997) and Hawker 
(1997) proposed that any long-term outcomes (e.g. depression) would be the same 
regardless of the nature of the bullying experienced by victims, Matsui et a l 
(1996) placed significant emphasis on the impact of physical aggression upon 
victims’ affective state, playing down the impact of both verbal and indirect 
aggression.
However, it will also be recalled that in Chapter 1 (p. 69) I argued that 
where an individual had the opportunity to defend herselfihimself against physical 
and verbal attack, regardless of the success of the venture, the very act of defence 
may have guarded against a total loss of status and self-respect. Consequently, in 
the present study it was suggested that those participants who were exposed to 
agonic (i.e. direct physical and verbal) methods of victimisation at school would 
fare better in the long-term than those whose social status was eroded hedonically 
(i.e. indirectly) due to the fact that they were better able to retaliate against a 
direct assault. Thus, it was hypothesised that participants’ susceptibility to a 
number of affective disorders would vary as a function of the nature of the 
bullying they experienced at school.
As the results illustrated in Table 22 show (p. 294), scores on various 
measures of negative affect, suicidal ideation, relationship status, sexual behaviour 
and internalised homonegativity were not found to differ significantly on the basis 
of exposure to primarily either agonic or hedonic aggression at school. However, 
total scores for PTSD were found to differ significantly with those who were 
exposed to hedonic methods of victimisation achieving higher scores (mean= 89.2)
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than those who were exposed to agonic methods (mean= 76.8). In addition, as the 
data relating to sexual behaviour and experience of relationships show, while there 
was very little difference between the groups in terms of the mean number and 
average duration of same-sex relationships participants had enjoyed, there was a 
considerabledegreeof variance in the mean scores from both groups with respect 
to their estimates of the number of casual same-sex partners (‘Agonic’ group mean 
= 57.3; ‘Hedonic’ group mean= 15.5), although one-way analysis of variance 
(ANOVA) indicated that the difference was not significant at p = .05.
While no significant differences were found between the groups in terms of 
their susceptibility to depressive illness, it is worth pointing out that the mean 
scores for the groups followed the trend suggested at the top of the page; that 
those who were exposed to hedonic aggression at school were more likely to suffer 
from depression (mean score = 20.4) than those who were exposed to agonic 
a g g r e s s i o n  ( m e a n  score = 17.8). Furthermore, as I pointed out in Chapter 3 (p. 
191), total scores for PTSD were positively associated with scores for both 
depression and anxiety, suggesting that this trend was worthy of further 
consideration.
It will be recalledthat the study of both agonic and hedonic aggressive 
behaviour arose from Hawker’s (1997) study of social ranking theory and its 
association with the onset of depression. Based upon the ethological principle of 
involuntary subordination, Gilbert (1992) proposed that depression is causally 
related to the power dynamic found between individuals in a social situation. For 
example, rather than the interaction between the weaker and stronger person 
ending when the dominance of the latter is established, involuntary subordination 
may not always succeed in pacifying the winner or in eliciting appropriate 
behavioural signals from the loser (i.e. a change in behaviour) and, where this 
occurs, it results in the ‘intense and prolonged’ suffering of the loser which 
manifests itself as a depressive illness (Hawker, 1997, p. 21).
Concomitant with Ridgeway and Balkwell’s (1997) discussion of status 
construction theory, Gilbert (1989) also suggested that the resource holding
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potential of the dominant male or female was determined by their ‘strength and 
fighting ability’ or agonic control (p. 44) and, as Hawker (1997) pointed out, 
because weaker males or females will have lower resource holding potential, they 
are likely to have subordinate status within the peer group and, as a correlate of 
their status, they are more likely to suffer ffom depression (this maybe especially 
the case where their subordination is constantly reinforced over a long period).
In terms of the survey ofbullying at school, it may be argued that because 
perpetrators may not have perceived an alteration in either participants gender 
atypical behaviour or their sexual orientation, this would have had the effect of 
reinforcing their own aggressive behaviour which, in turn, may account for the 
long-term and frequent nature of the bullying they (participants) reported in 
Chapter 4 (see p. 219). However, as Soutter (1996) pointed out, it is possible to 
resolve interpersonal conflict among children where the issue is one of gender non­
conformity by those in authority openly demonstrating their support for those 
pupils being victimised. It will be recalledthat, in Soutter’s study, teachers did not 
draw attention to the three boys’ gender atypicality, rather they treated them as 
they would treat any other member of the class. Indeed, she argued that it was 
necessary for these young men to be given the space within a non-judgmental 
environment to work through their gender identity issues, and to reach a decision 
with which they felt comfortable. As she argued, such space could only have been 
provided by a school where class mates were taught to focus upon the similarities 
rather than differences between themselves and the boys, and where the teachers 
did not attempt to alter the boys’ behaviour by enforcing gender stereotypes. She 
concluded that this not only reduced the boys’ personal discomfort with being 
‘different’, it also reduced the potential for long-term psychiatric disturbance.
Although Soutter’s (1996) longitudinal study took place within an 
independent school, support for her argument has also come from researchers 
whose focus has been upon methods of teaching prosocial behaviour within the 
statutory education system. For example. Warden and Christie (1997) argued that, 
in addition to making changes to the ethos of a school whereby prosocial values 
are actively taught through the curriculum and pupils are provided with a caring
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environment in which to learn, it is also necessary to ‘equip children to address 
and confront antisocial behaviour’ when it is encountered (p. 84). In particular. 
Warden and Christie commented upon the need to tackle bystander apathy, 
moving the playground culture away from one of non-involvement and passivity 
to one of active involvement through intervention and the protection of those who 
are being victimised.
However, while Warden and Christie (1997) also argued that schools 
should work towards the achievement of an ethos in which perpetrators of 
bullying can expect to receive the ‘opprobrium’of their peers (p. 84), Soutter
(1996) argued this can only work effectively where teachers and, ideally, parents 
also demonstrate their adherence to a philosophy of eusociality. Yet, as Parker 
and Asher (1987) pointed out, children have social worlds that extend beyond the 
school grounds, and it remains unclear what effect a school-based intervention 
programme will have upon the behaviour of young people who also gain their cues 
from the world outside where some of the values they have learned may not be 
demonstrated.
With respect to the present study, as Warden and Christie (1997) also 
argued ‘racial and sexual harassment remain widespead in society and also in 
schools’ (p. 84), and while such behaviours may be condemned publicly, as I have 
intimated above, it is unclear whether condemnation has any effect upon the active 
behaviours or, more saliently, the passive beliefs of those who no longer go to 
school, or those who take their cues from the social world outside the school 
grounds.
Social support mechanisms and buffers against long-term effects 
Social support networks
In their study of PTSD among Vietnam war veterans, King et a l (1998) found that 
social networks had a significant impact in promoting recovery from violence or 
trauma, especially where support was provided by peers, family members and 
interested organisations. However, as Frable et al (1998) demonstrated, in terms 
of supporting marginalised groups within society, the ability of a network to
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assist an individual in their development or recovery was reliant upon a certain 
degree of ‘visibility’ or accessibility. They argued that where a client group was 
hidden from public view, social support networks could neither contact or provide 
access for those who needed them most. Therefore, many marginalised individuals 
have been left to cope with the difficulties they have faced on their own.
Interestingly, Frable et al (1998) also argued that those who had 
concealable stigmas, such as being lesbian or gay, were more likely to suffer from 
negative self-perceptions of themselves because they were unable to seek similar 
others. For participants in the present study, I have already argued that the fact 
that they were constantly isolated at school meant that they may not have had a 
sense of inclusion or belonging in terms of their affiliation to a peer group, and this 
may have resulted in their further isolation from family members, peers and 
support groups, and promoted a number of negative or subordinate stereotypes of 
themselves and/or similar others (i.e. a belief in their abnormality).
Building upon Frable et alCs (1998) findings, one of the objectives of this 
study was to consider the relationship between the degree to which participants 
were ‘visible’ within their communities, and its impact upon self-acceptance, 
affective state and susceptibility to PTSD. Thus, it was hypothesised that those 
who had not disclosed their sexual orientation to others (for whatever reason) 
were more likely to be negatively affected by their perceived isolation and lack of 
access to similar others, than those who had disclosed their sexual orientation and 
lived openly as a lesbian, gay man or bisexual man or woman. In addition, it was 
also hypothesised that those who disclosed their sexual orientation to another 
while at school were likely to experience much more victimisation or harassment 
by peers than those who did not disclose. (It may be recalled that this hypothesis 
was partially confirmed by the results from the survey of bullying at school: see 
Chapter 4; pp. 252-254).
Significant differences were found between the participants according to 
the age at which they disclosed their sexual orientation to another person (pp. 
300-302). While the data suggested that those who were not open about their
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sexual orientation had enjoyed significantly more same-sex relationships than 
those who had disclosed their sexual orientation either before the age of 16 years 
or between the ages of 17 and 66 years (means: 5, 1.2 and 4.4 respectively), those 
relationships had also been of a shorter duration (means: 2.5 years, 3.9 years and 
3.8 years respectively). Furthermore, in line with Frable etaU s  (1998) findings, 
participants who had not disclosed their sexual orientation were also found to be 
more uncomfortable about being lesbian, gay or bisexual than those who had 
disclosed (RHAI subscale ‘Self;/? < .01), and expressed greater discomfort at the 
possibility of disclosing to another person (RHAI subscale ‘Disclosure’; p  < 
.001).
In terms of the severity of victimisation experienced at school, while 
analysis of variance found no significant differences between the groups, once 
again the trend suggested that there was supporting evidence linking severity with 
participants’ openness about their sexual orientation. Those who disclosed at or 
before the age of 16 years reported slightly more severe bullying than those who 
disclosed between the ages of 17-66, or those who had not disclosed their sexual 
orientation (see Table 23, p. 297). Similarly, in terms of PTSD, while differences 
between the groups were not found to be significant, once again, the trend 
suggested that those who had not disclosed their sexual orientation were more 
likely to suffer from PTSD than those who were ‘open’.
Although the scores for the MAACL subscales for depression, anxiety and 
hostility were not found to differ significantly between groups, it is interesting to 
note that, in terms of scores for hostility, those participants who had disclosed 
their sexual orientation at or before the age of 16 years were slightly more inclined 
to be hostile than those who disclosed later or, indeed, those who had not 
disclosed at all. One possible explanation for trend relates back to my earlier 
comments (see pp. 335-336) on the impact the degree of openness has upon 
participants’ experiences of bullying both at school and in adulthood. As I argued 
previously (see Chapter 4, p. 252), it seemed likely that a participant’s decision 
to disclose her/his sexual orientation at school would render her/him more 
susceptible to peer condemnation, and, perhaps, would have alienated those who
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potentially may have supported her/him when (s)he was being bullied. As a result 
of both her/his decision to be ‘open’ and the subsequent isolation (s)he may have 
encountered, it would seem probable that a degree of belligerence or, indeed, 
reciprocal aggression would have been necessary in order for her/him to be able to 
continue to go to school.
Having said that, while being open about one’s sexual orientation from a 
relatively early age may suggest a certain resilience or, perhaps, an internal locus 
of control (i.e. they saw negative live events as personal challenges; cf. King et al, 
1998), the fact that it manifested itself as ‘hostility’ suggests that participants’ 
views of the world may have been ones in which they perceived themselves as 
embattled or unable to trust others. (Indeed, it is worth noting that this group of 
participants were twice as likely to report self-harming behaviour or suicidal 
ideation). Such a perspective would certainly provide an explanation relating to 
why these participants were found to be marginally more possessive (i.e. 
insecure) than those who had not disclosed their sexual orientation to another, and 
considerably (though not significantly) more possessive than those who had 
disclosed later. Similar to my previous comments relating to sexual recklessness 
(p. 328), it would seem that, in the present study, the more severe and long-term 
the bullying experienced at school, the more likely participants were to experience 
difficulties in maintaining relationships either as a result of their unwillingness to 
place themselves in a position where they may be hurt emotionally, or their 
unwillingness to have their trust abused by another.
Peer, teacher and family support at school
Given that the previous discussion has suggested that participants who were open 
about their sexual orientation from a relatively early age were less likely to receive 
support from others, and were potentially more prone to self-harming behaviour 
and suicidal ideation, it would also seem likely that those participants who 
reported receiving little or no support from peers, family members or teachers 
when they were at school were also more likely to be negatively affected by their 
experiences of bullying. Furthermore, as Hartup and Stevens (1997) suggested, 
where participants were bereft of social support mechanisms in the form of
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friendships during the early part of their development, it was hypothesised that 
they were more likely to suffer from low self-esteem, and were less likely than 
their more popular peers to be able to cope with various lifetime upheavals.
However, it may also be recalled that Parker and Asher (1987) presented 
an alternative perspective for understanding the dynamics of young people’s 
social relationships, suggesting that the researcher should not base her/his 
understanding of peer relationships solely upon her/his observations within the 
classroom. They argued that those young people who were unable to function 
effectively at school as a result of their social rejection may have been able to 
function more effectively in alternative environments where they were valued and 
accepted by others who were not their class mates (see p. 344). Consequently, 
they proposed that those children who were popular outside school (with family 
members or alternative peers) were unlikely to exhibit many of the long-term 
sequelae of peer rejection. Thus, an objective of this study focused upon 
participants’ social interactions conducted outside school, and addressed the 
question: ‘Do friendships enacted outside school mitigate against potential long­
term effects?’
The results illustrated in Table 24 (p. 300), suggested that, in terms of 
negative affect, social support has an effect upon scores for both depression and 
hostility, although not for anxiety. It was also interesting to note that, in terms of 
internalised homonegativity, those who received little support at school were not 
found to differ significantly from those who received some or a great deal of 
support. Similarly, while PTSD total scores for those who received no support 
while they were at school were slightly higher than those who received some 
support or, indeed, those who received considerable support, the differences were 
also found to be not significant.
Having said that, it was also found that participants who received 
considerable support from peers, family members and/or teachers had ‘come out’ 
earlier (mean = 15.5 years) than those who received some support (mean = 19.3 
years) or those who had received no support (mean =18.1 years). While it was
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previously argued that those who disclosed their sexual orientation when they 
were at school were likely to experience much more harassment by peers, these 
results suggested that where participants were in receipt of social support from 
peers, family members and/or teachers, it mitigated against the onset of depression 
and hostility and this occurred regardless of the fact that they had experienced 
more severe bullying. Indeed, the fact that the receipt of support seemed to 
mitigate against hostility implies that, rather than it (i.e. hostility) being an index 
of resilience as previously argued (see p. 345), those who ‘came out’ at school and 
did not receive support from peers, teachers and/or family members were more 
likely to view themselves as embattled or unable to trust others.
With respect to friendships enacted outside school, as the results on pages 
306-308 indicate, in terms of negative affect, internalised homonegativity and 
PTSD, participants who spent much of their free time either alone or with one 
friend did not differ significantly from those who spent their free time with a small 
group of friends or many friends. Having said that, those who recalled spending a 
great deal of their free time after school and during the holidays with more than 
one friend did report more attempts at self-harming behaviour or suicide (mean = 
2.2) than those who spent their free time either alone or with one friend (mean = 
0.8;p<.05).
It will be recalledthat in Bagwell e^a/.’s (1996) 12 year longitudinal study, 
they found that sociometric status in childhood (i.e. being popular versus rejected) 
was a predictor of school performance, career success, personal aspirations and 
sociability in adulthood, whereas simply having friends was not. However, 
Bagwell et a l also found that childhood friendships not only predicted positive 
attitudes towards family members and feelings of self-worth, but, surprisingly, 
they also predicted depressive symptoms, thus implying that friendship may not 
always act as a buffer against the impact of violence or trauma. In the present 
study the fact that participants who reported having more than one friend outside 
school also reported a higher rate of self-harming behaviour and suicidal ideation is 
again suggestive of the fact that those who spent a great deal of time alone or with 
one friend were, perhaps, more resilient or perceived themselves as having more
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control over their environment than those with two or more friends. Indeed, those 
who spent their free time alone or with one friend also reported ‘knowing’ they 
were lesbian, gay or bisexual earlier, although it remains unclear what effect coming 
out earlier would have upon resilience in this context.
One possible explanation for the significant difference found in self- 
harming behaviour and suicidal ideation reported in the preceding paragraph comes 
from Hartup’s (1996) discussion of the nature of friendship (see Chapter 2, p. 
89). As Hartup argued, friendships vary as a function of those with whom an 
individual is friendly, and the level of intimacy (s)he shares with each person. 
Thus, he maintained that friendship is multi-dimensional, and in order to assess 
the efficacy of friendships as buffers against adversity it is necessary to assess 
their strength in terms of their content (e.g. what friends do together), 
constructiveness (e.g. how disputes between friends are resolved), closeness (e.g. 
willingness to disclose), symmetry (i.e. do friends exert the same amount of 
influence on each other in terms of ‘social power’), and affective character or 
attachment style (i.e. secure or insecure attachment).
In effect, Hartup (1996) suggested that the number of friends an individual 
has is immaterial in determining the level of functional support (s)he receives. 
Rather it is the quality of the individual’s relationship with another that has a 
differential effect upon the efficacy of any support (s)he receives. Therefore, 
participants who may only have had one friend could have received a greater 
degree of social support than those who reported having a number of friends. 
Similarly, as Parker and Asher (1987) argued, in the absence of any friends who 
were contemporaries, functional social support could also have been provided by 
various members of the extended family and this was also likely to mitigate against 
long-term outcomes such as delinquency, loneliness or social maladaptation.
An alternative explanation relating to the discussion of friendship derives 
from Bern’s (1996) developmental theory of sexual orientation which he called 
‘Exotic Becomes Erotic’ or ‘EBE’, and is very closely allied to the discussion of 
social identity theory found in Chapter 1 (pp. 42-47). According to Bern, the
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development of sexual orientation occurs as a result of an individual’s erotic or 
romantic attraction to those who were either dissimilar or unfamiliar to them 
during childhood. In the case of heterosexuals, he has argued that erotic and 
romantic attachments are formed towards members of the opposite sex; among 
lesbians and gay men, such attachments are formed towards members of their own 
sex. Thus, ‘EBE’ theory suggests that the exclusion experienced by lesbians and 
gay men from their same-sexpeer groups in childhood will actually facilitate same- 
sex eroticisation in adolescence. However, because not all lesbians and gay men 
report being isolated by their peers in childhood, were Bern’s theory solely about 
the issue of proximity, its relevance to the findings from the present study would 
be called into question.
While Bern (1996) placed considerable emphasis upon gender non­
conformity in childhood as an antecedent of peer isolation and homosexual 
orientation, his theory also suggests that identification with same-sex peers may 
play a role in defining sexual orientation. Thus, if a child or young person feels 
emotionally alienated from their same-sex peer group, (s)he is likely to identify 
more closely with others who are similarly alienated (i.e. members of the opposite 
sex), although (s)he may never express such feelings for fear of being ostracised. 
Consequently, it is suggested that a young person can be physically a member of 
one per group, although secretly identify and empathise with members of an 
alternative peer group. Therefore, in terms of the findings from the current study, 
it is argued that participants’ recollections of the number of friendships they had 
as children/adolescents may not have been a useful discriminating variable as it did 
not take in account the degree to which they (participants) identified with those 
the called their ‘friends’.
The development of intimate relationships in adulthood
As I have discussed previously on pages 272-273, according to Cahill et a l 
(1991), within relationships, adult survivors of child sexual abuse have reported 
experiencing a number of problems in terms of communicating their concerns, fears 
and insecurities to their spouses/partners. Such problems have included the 
inability to ‘trust and to love, anxiety surrounding emotional and/or physical
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intimacy, fear of being abused, rejected, betrayed or abandoned, and feeling 
undeserving, misunderstood and overly dependent in relationships’ (p. 122). In 
addition, it will be recalled that in Gilmartin’s (1987) study, experiences of 
victimisation at school and unpopularity among peers were not only found to be 
associated with an inability to form or maintain lasting intimate relationships, they 
were also associated with an inability to form platonic relationships with members 
of the same and opposite sex in later years.
Both Gilmartin’s (1987) study and Cahill et al.’s (1991) review of 
literature had significant ramifications for the present study. Based upon their 
findings, it was conjectured that participants in this study would not only show 
indices of insecurity within relationships, but that those who were more affected 
by their experiences of bullying at school would also demonstrate a number of 
difficulties in terms of forming and maintaining a long-term relationship with a 
significant other, and were likely to report a history of difficulties in maintaining 
platonic relationships with members of the same and opposite sex.
As the results reported on page 312 indicate, in terms of possessiveness 
within relationships, participants in this study did not differ significantly from 
two comparative samples of heterosexual undergraduates (bullied and non-bullied). 
In addition, while severity of school bullying was found to correlate significantly 
with the number of relationships participants had enjoyed (.19), the number of 
causal same-sex sexual partners (.16), and the total number of same-sex sexual 
partners they recalled (causal and long-term; .16), it was also found that those 
participants who scored ‘high’ on severity of bullying recalled significantly more 
same-sex sexual partners (including casual same-sex partners) and relationships 
than those who scored ‘low’ in terms of severity of bullying at school (although 
analysis of covariance indicated that these differences were significant when 
bullying in adulthood and recent life events were partialled out). While the results 
reinforced my earlier comments about sexual recklessness as a result of 
victimisation or abuse in childhood (see p. 328), the fact that the differences 
between the groups’ scores for ‘high’ and ‘low’ severity of bullying ceased to be 
significant following ANCOVA implies that, similar to Wyatt et a lfs  (1992)
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findings, sexual recklessness may be closely allied to re-victimisation in adulthood 
rather than victimisation solely in childhood or adolescence. If this is indeed the 
case, it suggests that, in line with King et aVs (1998) hypothesis, stressful life 
events occurring post-trauma compound the effect of the traumatic experience and 
while the individual may have adjusted having left school, (s)he may remain 
sensitised to respond to any additional life stressors in a dysfunctional way.
However, as the data in Table 21 (p. 292) illustrated, when comparison 
was made between those who had been bullied solely at school and those who had 
also been bullied in adulthood, the former group reported significantly more same- 
sex casual partners (mean = 57.8) than the latter (mean = 15.7), suggesting the 
revictimisation may not necessarily be a correlate of sexual recklessness for 
lesbians, gay men and bisexual men and women. Indeed, one of the difficulties in 
estimating normative sexual behaviour among lesbian and gay populations is that, 
in the past, much of their socialisation as young adults has taken place in venues 
involving alcohol, drugs and sexual promiscuity (see Skinner and Otis, 1996). 
Furthermore, as the Danish sociologist Bech (1997) has argued, promiscuity has 
been much more of a feature within the gay male socialisation experience than that 
of the lesbian. Consequently, any antinormative conclusions drawn from higher 
rates of sexual activity among certain groups of gay men may be misleading. This 
is a view shared by Coxon (1998, personal communication) who has argued that 
the number of sexual partners reported by gay and bisexual men tends to be 
markedly skewed, and is dependent upon a number of environmental and 
individual difference characteristics. As a result, he has recommended using the 
median rather than the mean as a baseline for comparison between groups (see also 
Coxon, 1988).
Based upon his analysis of the data reported by interviewees from Project 
SIGMA (Socio-sexual Investigations of Gay men and AIDS), Coxon (1998, 
personal communication) found that the median number of sexual partners 
reported by participants was 39 and this included those interactions involving 
non-penetrative sex, with a median of 7 for those exclusively involving 
penetration. Given that, as yet, there is very little data on the sexual histories of
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lesbian and bisexual women, it is difficult to draw conclusion about the data 
gathered from all of the participants in this study. However, if, as Coxon and Bech 
(1997) have suggested, sexual promiscuity has been and continues to be a feature 
of the social lives of gay and, by implication, bisexual men (who, it will be 
remembered constituted three quarters of the participants in this study), it may be 
argued that it is not how many sexual partners an individual reports, but, perhaps, 
how few  that will be instructive in determining the impact of bullying upon sexual 
behaviour and the development of intimate relationships.
By altering the way in which the data is viewed, it is then possible to see 
tentative links between the data gathered from participants in the present study, 
and those of Gilmartin(1987). Indeed, as Table 21 illustrates (p. 292), those who 
were bullied in adulthood had experienced significantly fewer casual sexual 
encounters, and had experienced fewer relationships of a shorter duration than 
those who were bullied solely at school. Furthermore, concomitant with 
Gilmartin’s (1987) findings, the data also suggested that participants were, 
potentially, slightly more possessive when they were in a relationship (i.e. 
insecure), although the difference was not significant at/? = .05.
Post-traumatic stress disorder and its correlates
In King etaV s  (1998) study ofPTSD among Vietnam war veterans, resilience and 
recovery were found to be associated with three particular factors: personal 
hardiness, social support and the number of additional stressful life-events 
veterans experienced on their return home. King et al. also suggested that coping 
strategies and personality types played a significant role in determining the 
likelihood of recovery following exposure to violence and trauma. Although some 
aspects of King et aVs  (1998) study were problematic in terms of methodology 
and the control of possible intervening variables (e.g. positive life-events), as I 
commented in Chapter 2, their results were consistent with current theories 
relating to resilience factors in both adults and children who have experienced 
trauma (Rutter, 1985, 1987; Garmezy and Masten, 1990; Masten, Best and 
Garmezy 1991; Aldwin, 1993; Garmezy 1993; Fonagy, Steele, Steele, Higgit and 
Target, 1994; Olafsen and Viemero, 1998).
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Although Scandinavian researchers such as Leymann have associated 
PTSD with bullying behaviour at work for a number of years (see Leymann, 1989; 
Leymann and Gustafsson, 1996), very little research has been conducted looking 
at the long-term impact of school-based bullying upon adult psychopathology. In 
Leymann and Gustafsson’s (1996) study, they found that over half of the 
participants with PTSD indicated that they had attempted to avoid situations that 
reminded them of work. In addition, over three quarters indicated that they had 
suffered from intrusive and uncontrollable recollections of bullying episodes which 
distressed them, and about two thirds indicated that they regularly (‘at least once 
a week’) suffered from sleep disturbances. In terms of depressive illness, three 
quarters suffered from moderate to severe depression with some requiring medical 
treatment.
It will be recalled that what little research there has been on childhood and 
adolescent PTSD suggested that symptoms manifest themselves in a number of 
ways varying from introversion to risk-taking behaviours and sexual recklessness. 
Interestingly, some of the symptoms considered indicative of PTSD in 
adolescents, have also been found in young lesbians, gay men and bisexual men 
and women experiencing difficulties coming to terms with their sexual orientation. 
For example, internalised homonegativism has been associated with difficulties in 
forming and maintaining lasting intimate relationships, unsafe sexual practices, and 
avoidant coping strategies with AIDS among HIV sero-positive gay men. 
Additionally, some researchers have argued that the combined effects of 
victimisation or alienation by peers, and difficulties in accepting one’s sexual 
orientation, are correlated with the onset of a number of mental health problems 
among lesbian, gay and bisexual youth. As I discussed in Chapter 2, such 
problems have included violent behaviour, alcoholism and substance abuse, eating 
disorders and, most significantly, suicidal ideation (see Buhrich and Loke, 1998; 
Gonsiorek, 1988; Rothblum, 1990; Remafedi, Farrow and Deisher, 1991; Shaffer, 
Fisher, Hicks, Parities and Gould, 1995; Otis and Skinner, 1996; Skinner and Otis, 
1996).
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One of the objectives of this study was to explore the relationships 
between symptoms associated with PTSD and other measures of negative affect, 
paying particular attention to factors such as sexual recklessness, relationship 
security/insecurity, alcohol consumption, substance use/abuse and suicidal 
ideation. It was hypothesised that those participants who met the criteria for 
PTSD were more likely to engage in unsafe sexual practices, have fewer 
relationships, engage in substance abuse (including alcoholism), and have a history 
of suicidal ideation when compared to those who did not meet the criteria for 
diagnosis.
In this study, a symptomology analogous with PTSD was found in only 
17% of participants (2 0 ) who were bullied at school as a consequence of their 
actual or perceived sexual orientation. Although this suggests that PTSD may not 
be a factor that affects the majority of former victims of bullying in school, where 
it is indicated a number of other health-related factors come into play. As Table 33 
(p. 318) illustrates, the analysis of covariance (ANCOVA) (controlling for recent 
life-events and victimisation in adulthood) indicated that participants who met the 
criteria for PTSD were also more likely to suffer from depression and had 
significantly more casual sexual partners than their non-PTSD peers (ratio: 4/1). 
As I have already outlined above (p. 348), these findings are similar to research 
focusing upon the long-term impact of sexual abuse in childhood and 
revictimisation in adulthood which also shows a propensity for survivors to have 
a large number of transient sexual partners. However, as my discussion of the 
findings from the analysis of bullying in adulthood suggests (see pp. 332-339), it 
is difficult to draw conclusions about sexually reckless behaviour when 
participants are lesbian, gay or bisexual due the sexually charged nature of gay 
culture (see Bech, 1997).
Although only 17% of participants met the criteria for PTSD in this 
study, as can be seen from tables 31 and 32 (pp.315-316), about 40% reported the 
regular occurrence (‘often’ or ‘always’) of one or more secondary symptoms 
associated with the disorder. While no evidence was found suggesting a 
relationship between PTSD and revictimisation in adulthood, the frequency of
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reports of secondary symptoms is indicative of potential long-term mental health 
problems as a result of bullying at school. Indeed, it may be recalled that Helzer et 
al (1987) found that symptoms analogous with PTSD were relatively common 
both within veteran populations and the general population. In their study of 
2,500 residents of St. Louis, Missouri, Helzer and his colleagues found that, on 
average, 15% of their sample had experienced some of the symptoms associated 
with PTSD, particularly nightmares and ‘jumpiness’, but that less than 1% met 
the criteria for the full syndrome.
While Helzer et a l (1987) were cautious in their interpretation of their 
results, they did suggest that the fact that so many participants in their study had 
experienced some of the symptoms associated with PTSD (but did not meet the 
criteria for diagnosis) was illustrative of the fact that there are likely to be a 
number of individuals within the general population who are hidden from medical 
and psychiatric services and are coping daily with the effects of exposure to 
violence and trauma alone, sometimes over a period of years rather than weeks or 
months.
Indeed, based upon the data illustrated in Table 34 (p. 319), it is clear that 
while rates of alcohol consumption did not differ considerably between the PTSD 
and non-PTSD groups, members of both groups reported taking alcohol 
occasionally (means: 2 .0  and 1.6 respectively) to help them deal with memories 
for past events. This would seem to be one potential coping mechanism that 
requires further investigation, although it must also be recalled that much of gay 
culture has been and continues to be focused around social venues involving both 
alcohol and recreational drug consumption (see Bech, 1997). Furthermore, it is 
also interesting to note that those who met the criteria for PTSD were also more 
likely to report taking prescription drugs to help them cope with memories of 
being bullied at school (means: 1.9 and 1.1 respectively) and, concordant with 
previous research on lesbian, gay and bisexual victimisation (see p. 355), they had 
more a history of self-harm or suicidal ideation as a result of bullying than those 
who did not meet the criteria for diagnosis (medians: 1.0 and 0.0  respectively).
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Causal influences on perception of self as lesbian, gay or bisexual in adulthood 
The final stage of the quantitative analysis of the results focused upon whether or 
not a causal link could be established between bullying at school and self­
perception in adulthood. According to Hershberger and D’Augelli (1995), in their 
study of the impact of victimisation upon the suicidality and mental health of 
lesbian, gay and bisexual youth, ‘the largest single predictor of mental health was 
self acceptance' (p. 72). They argued that an individual’s sense of personal worth 
coupled with a positive attitude towards their homosexuality/bisexuality was an 
important factor in their healthy development. Although they did not discount the 
impact of victimisation upon a young person’s well-being, they argued that it is 
only by taking a holistic approach and examining the social, familial and personal 
factors that impact upon the lives of lesbians, gay men and bisexual men and 
women that an understanding of the long-term consequences of homonegativism 
can be understood.
As Figure 10 (p. 323) illustrates, most if not all of the key variables 
highlighted by previous researchers were included in the observed variable path 
model. The results demonstrated that duration of bullying at school had a greater 
effect upon participants’ perception of self than the combined effects of a number 
of other factors or events (i.e. number of suicide attempts, bullying at 
work/university/college, possessiveness, number of relationships and levels of 
anxiety). Yet, as can be seen from Table 35, individually scores for anxiety and 
reports of (the duration of) bullying in adulthood had a greater direct effect upon 
self-perception (/3 .44 and p  .17 respectively) than (the duration of) school
bullying (ft = .14). Although this model was generally supportive of Olweus’
(1993b) findings from his longitudinal study, the results from the present study 
suggest that it is necessary to take into account the relative influence of affective 
state and issues such as bullying in adulthood in order to have an appreciation of 
the impact of school bullying upon participants’ life experiences. Indeed, as 
Hershberger and D’Augelli (1995) have argued, while the researcher should not 
discount the impact early victimisation has upon the development of lesbians, gay 
men and bisexual men and women, it is only through an appreciation of the other
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external factors occurring in the lives of individuals, that (s)he may be able to 
gauge the relative impact of a single variable upon human development.
Having said that, given that the model illustrated in F igure 10 accounted for 
only 31% of the variance in participants’ perceptions of themselves as lesbians, 
gay men and bisexual men and women, this suggests that there were a number of 
other, more influential factors that were not considered in this survey. In addition, 
the fact that the only interval measure of bullying suitable for this analysis was an 
index of duration rather than severity or frequency suggests that the model may 
not have represented the impact of school bullying upon the lives of lesbians, gay 
men and bisexual men and women in its entirety. However, as Leymann and 
Gustaffson’s (1996) have shown, when exploring the relationship between 
bullying and PTSD, duration remains a useful index of magnitude.
One of the weaknesses in using path modelling to explore the effect one 
variable has upon another relates to the fact that the Beta coefficient (P) does not
infer the direction of causation (see Bryman and Cramer, 1997). Therefore, 
although the model constructed for this study suggested that (the duration of) 
school bullying has a greater effect upon participants’ perceptions of themselves 
as lesbian, gay or bisexual than a combination of other factors, the positive nature 
of the ^-coefficient did not, in itself, tell us if  participants perceived themselves in
a positive or negative light. In addition, given that scores for some of the variables 
included in the path model were not found differ significantly from those of the 
bullied and non-bullied comparative groups (heterosexual and lesbian, gay and 
bisexual), it was unclear how relevant they were to the study’s aims and 
objectives. Similarly, if  one accepts Muehrer’s (1995) argument that lesbians, gay 
men and bisexual men and women are generally more prone to self-destructive 
behaviours, the inclusion in the path model of variables such as number of suicide 
attempts as a result of bullying may not have offered any particular insights, 
especially where environmental or cultural factors also have a part to play in 
determining the degree of isolation or despair participants experienced when they 
were coming to terms with their sexual orientation (see Frable et a l, 1998).
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Having said that, in the following chapter, I discuss many of the above 
findings in light of the data gathered from a series of interviews with 16 
participants with the intention of elucidating further upon some of the questions I 
have left only partially answered here. In particular, given that the path model 
suggested that bullying at school had a greater direct effect upon participants’ 
perceptions of themselves as lesbian, gay or bisexual than a combination of other 
variables (including bullying in adulthood) but did not suggest the direction of the 
causation, I hoped that an analysis of the interview transcripts would provide 
some insights into the likely nature of this effect, and the ways in which 
participants had overcome any insecurities or doubts they had as a result of their 
experiences at school.
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Introduction
As I stated in Chapter 3, the decision to undertake interviews with a small number 
of participants was taken very early on in the study, and was perceived as being 
integral to the understanding of the data gathered from the survey of bullying at 
school (see Chapter 4) and the study of its psycho-social correlates and long-term 
effects (see Chapter 5). In this chapter, I present the results from the analysis of 
16 interview transcripts, and relate the findings to the theoretical arguments and 
empirical evidence I have presented in previous chapters. However, before 
reporting the results from the qualitative analysis, I have re-stated the aims and 
objectives of this aspect of the study, and provided a brief review of issues 
relevant to the use of the personal interview as a research method (a full 
discussion was provided earlier in Chapter 3, pp. 192-200), together with a 
description of the participants I interviewed over three years.
Aims and Objectives of the Qualitative Study
In the preceding chapter, the path model (Figure 10, p. 323) suggested a causal 
link between bullying at school and participants’ perceptions of themselves as 
lesbian, gay or bisexual, however, as I pointed out in my concluding remarks (pp. 
358-359), the direction of causation was not inferred by the model. As my 
previous discussion of research on the long-term effects of bullying has 
highlighted (see Chapter 2, pp. 98-106), while longitudinal data has suggested that 
there are few residual effects save a slightly higher susceptibility to depression 
and low self-esteem (see Olweus, 1993b), cross-sectional retrospective studies 
have suggested a number of significant effects including relationship difficulties, 
poor socialisation skills as well as depression and low self-esteem (Gilmartin, 
1987; Smith, 1991; Matsui etal., 1996). Given that there remains little qualitative 
data focusing upon the life histories of former victims of bullying at school 
generally, it was hoped that the inclusion of 16 interviews in this study would 
provide a number of insights into the way in which participants viewed such 
experiences and the impact they had upon their lives.
Chapter 6: Analysis and Discussion o f  Interview Transcripts 361
In addition, based upon the recommendations of Fonagy et a l (1994) and 
Mason-Schrock (1996), it was also hoped that an exploration of participants’ 
personal accounts would provided useful insights into the nature of coping and 
resilience in the face of adversity or challenge. While the researchers have 
cautioned against asking participants to provide entire narratives without focus or 
direction, they have also maintained that the personal narrative is a useful and 
accurate tool, but only if questions are guided and focused towards particular 
episodes, events or relationships. Concomitantly, while Mason-Schrock’s study 
suggests that where the issue is one of identity transformation (be it in terms of 
gender, sexuality or social status) participants will ‘rewrite’ their ‘true self and 
make sense of past events or episodes in light of that revision (p. 190), it has also 
been argued that it seems unlikely that such revisions impact upon the accuracy of 
recollection.
The areas covered in the interview schedule were similar to those covered 
in the surveys reported in chapters 4 and 5 (i.e. school, adolescence, work or 
university/college and personal relationships). However, whereas the data 
collected via the questionnaires offered a great deal of information relating to 
experiences of harassment and whether or not participants met the criteria for a 
range of affective disorders, as noted above, they did not demonstrate how such 
experiences had affected the personal development of the individual, and how 
they continued to affect him/her on a daily basis. Furthermore, since this project 
focused upon homonegativism as a subset of bullying behaviour, a number of 
related issues also needed to be addressed which could not be covered adequately 
by a questionnaire. First of all, the fact that participants in this study were 
lesbian, gay or bisexual meant that they had faced a number of personal challenges 
in addition to those of bullied in school. Like the majority of lesbian, gay and 
bisexual adolescents and young adults they had to face up to the challenge of 
coming to terms with their own sexual orientation - sometimes without family or 
social support - and, more likely than not, they had also experienced many of the 
emotions associated with this critical period in development: fear, shame, guilt, 
anger and self-loathing (Buhrich and Loke, 1988; Gonsiorek, 1988; Slater, 1988;
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Shidlo, 1994). Some may have gone through a process of denial and may have had 
a number of unhappy or unfulfilling relationships with members of the opposite 
sex before accepting (both privately and openly) their same-sex orientation 
(Martin, 1982). Some may have sought the advice or support of doctors, teachers 
or, in some cases, priests and, dependent upon the advice given, this may have 
advanced or inhibited the process of self-identification as a lesbian, gay man or 
bisexual man or woman.
At an inter-personal level, participants may have gone through a process 
of disclosure or ‘coming out’ with family, friends and colleagues at work. Once 
again, this was likely to have involved several emotional upheavals which may not 
have been resolved for a number of years and, in some instances, not at all (see, 
for example, Borhek, 1988; Cramer and Roach, 1988; Kohn, 1991). Finally, the 
process of forming and maintaining lasting intimate relationships may have 
presented a number of challenges for the individual in terms of openly identifying 
as lesbian, gay or bisexual. In particular issues such as societal intolerance of 
homosexual relationships, family accord/discord and the lack of clarification 
surrounding the legal status of same-sex partnerships may have had a significant 
effect upon feelings of self-acceptance and self-worth (see Burbidge and Walters, 
1981; Cramer and Roach, 1988).
Interviewing as a Research Method
As a method of data collection, the personal interview had a number of advantages 
over the structured questionnaire. As I have already indicated, it allowed for a 
much more detailed analysis and interpretation of participants’ life histories, 
contextualising much of the data gathered via questionnaire, and offering insights 
into the personal challenges they have encountered throughout their lives. 
Secondly, in the face-to-face interview situation, I was able to establish a rapport 
and motivate participants to answer as fully as possible, prompting certain issues 
or clarifying vague or ambiguous points through the course of the conversation. 
Thirdly, I was able to provide emotional support for the participant when dealing 
with sensitive or painful issues, responding in a positive and effective way if (s)he
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became distressed and I was able to suggest strategies, organisations and resources 
(s)he may have wished to utilise to assist her/him resolve any outstanding issues.
Given the sensitivity of some of the material included in the interview 
schedule, and the fact that certain issues could cause distress to participants, 
questions were structured using the counselling interview technique devised by 
Coyle, Good and Wright (1994). According to Coyle e ta l, this method ‘integrates 
the in-depth interviewing approach within a basic person-centred counselling 
framework’ (p. 2). It required myself (as the interviewer) to demonstrate a 
number of counselling attributes such empathy, genuineness and unconditional 
positive regard; accepting and valuing each participant as they were at the time 
and not as I might have wished them to be (Rogers, 1951). It also required me to 
demonstrate a number of basic counselling skills: attentive listening, paraphrasing, 
reflecting, summarising and using open questions which invited elaboration rather 
than provide a direction or focus to the discourse. Indeed, as Coyle et al argued, if 
the interviewer can demonstrate these skills and convey attributes such as 
empathy and unconditional positive regard to the participant ‘this may help 
establish an effective rapport and may increase the participant’s willingness to 
disclose sensitive information honestly and openly’ (p. 2 ).
Notwithstanding, there were a number of disadvantages in using the 
personal interview as a research tool, and I have outlined them here briefly. In the 
first instance, the establishment of a rapport between myself and the participant 
could have potentially resulted in me influencing her/his responses, prompting 
her/him to give invalid or socially desirable answers based upon her/his 
understanding of the nature and purpose of the study (see Anderson, Silver and 
Abramson, 1988). However, by using a semi-structured interview format, I hoped 
to reduce any interviewer bias by ensuring that all of the key questions I asked 
would be phrased in an open and non-directive manner, restricting the chances of a 
participant giving a socially desirable answer. To this end, the interview schedule 
was reviewed twice by Dr. Adrian Coyle (re: Coyle et a l, 1994) at its 
construction stage and then piloted with the co-operation of two participants. It
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was then subsequently revised and once again submitted for review before data 
collection commenced.
A second disadvantage of using the interview was, undoubtedly, cost. As 
questionnaire data were collected from participants nationally, it was not feasible 
to conduct interviews with each one due to resource constraints. As stated 
previously in Chapter 3, a small research grant from the Froebel Educational 
Institute allowed for a limited number of interviews (14) to be undertaken in 
London and the South East. In addition, a further two participants who lived 
further afield were asked to submit an audio-tape recording of their answers using 
an adapted version of the interview schedule which was sent to them. Although 
the latter method of collecting interview data was not desirable, those participants 
who submitted audio-tape recordings were asked to do so because of the unique 
nature of their life experiences.
Finally, as I note in Chapter 3, it has been suggested that qualitative data 
collection techniques such as the personal interview do not lend themselves easily 
to objective analysis as they rely upon subjective interpretations of meaning on 
the part of the researcher rather than the elucidation of ‘facts’ from the data. 
Furthermore, Morgan (1996) has argued that because of the nature of qualitative 
data and the techniques used in their collection, replication by subsequent 
researchers is impossible and, as a result, qualitative research lacks methodological 
rigour. However, as Sherrard (1997) counter-argued, issues such as universal 
repeatability ignore the impact of the environment upon the individual.
While there remains a great deal of debate concerning positivist and 
constructionist perspectives in applied research, within the context of this study, 
the use of the personal interview was deemed an appropriate tool for the 
following reasons. Firstly, the purpose of the interview was not to determine the 
degree to which experiences of bullying or harassment had affected participants 
according to a number of pre-determined hypotheses, rather its purpose was to 
illustrate the way in which participants interpreted their own experiences, and 
how they made sense of them within the context of their social world. Secondly,
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in the analysis of the interview transcripts, the decision was taken to use the 
grounded theory technique developed by Glaser and Strauss (1967) whereby 
hypotheses are generated by the data and not by the researcher (see below). 
Finally, the integration of both quantitative and qualitative methods allowed for 
the cross validation of the findings from both the questionnaires and the 
interviews, with each offering a perspective upon the other (Stevenson and 
Cooper, 1997).
The interview schedule: a brief description
The interview schedule used in this study consisted of four sections focusing 
upon different aspects of participants’ lives: school, adolescence, work or 
college/university and personal relationships. Each section of the interview was 
prefixed by a short discussion about the issues to be covered and offered 
participants the opportunity to raise any concerns they had about answering 
certain questions. Each interview lasted between 60-90 minutes and was recorded 
on audio-tape. There was a debriefing session of 30 minutes at the end.
In the first section of the interview participants were asked about their 
childhood and adolescence from the point when they first suspected there was 
something ‘different’ about them. They were asked whether or not they thought 
their parents, teachers or friends had noticed anything ‘different’; and what sort of 
feelings they experienced as they began to recognise that this ‘difference’ may 
have been related to their sexual orientation. They were then asked to estimate 
how old they were when they were first bullied at school and then recount an 
episode of bullying which stood out in their minds. Subsequent questions focused 
upon whether or not the episode they had described held particular significance, 
and what sort of feelings they associated with this recollection. Finally, the 
conversation turned to whether or not participants had ever tried to hurt 
themselves or take their own lives, and the discussion considered the outcomes or 
effects of such behaviour.
In the second section, which focused upon adolescence, participants were 
asked about their recreational activities, hobbies and friends during their teenage
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years. Again, sensitive questions such as first sexual experiences were addressed 
using both reflection, paraphrasing and open questioning, thus allowing 
participants to decide upon what they considered to be their first sexual 
experience (heterosexual and/or homosexual). Subsequently, participants were 
asked whether or not they felt this experience had a particular significance in their 
determination of their sexual orientation, or whether it may have been simply a 
case of adolescent experimentation.
In the third section, the discussion turned to an examination of the current 
occupational status of participants, their employment history, future aspirations, 
and regrets (if any) about not following a particular career path. They were also 
asked about experiences of intolerance or harassment at work or at 
university/college. Once again, questions were open and allowed the participant to 
direct the flow of the conversation. Subsequently, they were then asked whether 
or not they believed their experiences of being bullied at school and (where 
applicable) their experiences of being bullied or harassed at work or at 
university/college had stopped them from achieving any personal goals. This 
section ended with participants being asked to reflect upon the experiences of 
work or university/college, highlighting aspects which have given them the greatest 
satisfaction and enjoyment.
In the final section of the interview a number of emotive issues dealing 
with relationships were covered, and participants were informed beforehand that 
some of the questions would be of a personal nature. The first question focused 
upon the process of ‘coming ouf, particularly how old participants were when 
they decided to ‘come ouf, who they told, in what order, and subsequent 
reactions. They were then asked about their current relationship status and, if the 
did have a partner, how long they had been together. Following on from that, they 
were asked to estimate the number of relationships they had enjoyed and their 
duration. The interview then focused upon the quality of participants 
relationships, and whether or not they felt that these relationships had been 
affected by their experiences of being bullied at school. As before, each of the
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questions was asked in an open fashion, allowing participants to determine the 
flow of the conversation.
In the debriefing session which followed, participants were told how the 
information they provided would be used, and were given an assurance than any 
identifying features would be removed from the transcripts. They then were asked 
whether or not they would like the audio-tape returned to them along with a copy 
of the interview transcript.
Brief overview of the procedure for analysis: using ‘Grounded Theory’
Following the interviews, each audio recording was transcribed verbatim and then 
coded using the grounded theory technique (Glaser and Strauss, 1967). The 
procedure for analysing the interview transcripts included: (i) the scrutiny of 
transcripts; (ii) open coding [i.e. the identification and labelling of meaningful 
extracts from the text]; (iii) axial coding [i.e. the identification and labelling of 
conceptual categories]; (iv) selective coding [i.e. grouping of conceptual categories 
into superordinate categories]; (v) Integration [development of core categories 
from the integration of conceptual and superordinate categories] (For a full 
description of the coding process see Chapter 3, pp. 200-202).
Although the process of coding transcripts followed a logical progression, 
as Frontman and Kunkel (1994) pointed out, invariably, the process is not linear 
and required me to move back and forth, revising categories and recoding elements 
as I became familiar with the data set. According to Coyle and Craig (1993) 
qualitative researchers are advised against attempting to quantify qualitative data 
as either frequencies or percentages as there are ‘no pre-defined criteria for 
determining the extent to which themes must recur within responses before they 
are deemed to be of sufficient significance to merit citation’ (p. 5). Furthermore, as 
Coyle and Craig (1993) argued, the analysis of multiple personal accounts is not 
so much grounded in the number of times a particular issue or theme arises, but in 
the participants’ estimation of its relative importance to them at the time they 
were interviewed. To this end, the interviews provided me with an opportunity to 
explore the issue of homonegativism and its correlates from the perspectives of 16
Chapter 6: Analysis and Discussion o f  Interview Transcripts
former victims in the hope that this would elucidate further upon the some of the 
data gathered earlier in the surveys.
Overall, the process of analysis (from the transcription of interviews 
through to the determination of core categories) was carried out over the course of 
14 month from July, 1996 to September, 1997. (An example of a coded interview 
is given in Appendix 13).
Participants
Interview data were collected over a three year period, from September, 1994 to 
July 1997.1 contacted each potential participant by letter (accompanied by a pre­
paid reply envelope) asking whether or not they would be willing to be 
interviewed by myself either in their home or in the university where I worked. 
Those who agreed to be interviewed were then contacted by telephone to arrange 
a convenient time and venue. In two cases, limitations in travel prevented 
interviews from taking place and, as noted above, participants were sent a copy of 
the interview schedule, an audio-tape upon which to record their responses, a 
covering letter and a pre-paid return envelope. (Where this occurred, participants 
were also asked to record their answers in one session only, and were requested 
not to edit any of their responses).
All 132 participants who received the quarterly newsletter were asked to 
participate in the interviews. Overall, 35 (26%) responded positively (23 men and 
12 women). However, of that number, only twenty interviews (15%) were 
eventually conducted, four of which were not included in the analysis (2  pilot 
interviews with gay men, an interview with the transgendered participant, and a 
further interview with a young person still at school).
Given that only 16 interviews (13 gay or bisexual men and 3 lesbian or 
bisexual women; 12% of the potential sample available) were included in the 
analysis, this group neither constituted a random of representative sample of 
participants. However, as Kitzinger (1987) has demonstrated, even when a 
sample is not representative of the target population, the autobiographical
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accounts of its members are no less valid as they represent the individuals’ 
recollections and interpretations of past experiences as well as their idiosyncratic 
perspectives on current and future events.
Results
From the interviews with 13 gay or bisexual men and 3 lesbian or bisexual women, 
some 24,000 lines of text were analysed using grounded theory. Due to the 
amount of data gathered by the author, it was considered appropriate to analyse 
each of the four areas covered by the interview separately (about school, 
adolescence, work or college/university and personal relationships), thus allowing 
for a much more detailed consideration of the impact of bullying upon participants 
at different stages throughout the life course.
The results from the analysis are illustrated below. Each core, 
superordinate and conceptual category is described and illustrated with examples 
from participants’ interviews. As with Frontman and Kunkel (1994), several 
revisions were made in the identification of the categories at each stage in the 
analysis as common themes came to light.
About School
Participants’ recollections of school produced 289 extracts from the text which 
reflected their feelings/emotions about their experiences at school. From the 
analysis two core categories were identified based upon the textual extracts 
examined (see Figure 11, overleaf). The first core category - others' attitudes 
towards lesbian, gay and bisexual pupils - consisted of two superordinate 
categories which reflected participants’ recollections of the attitudes they 
encountered towards homosexuality and bisexuality in the community. The two 
superordinate categories were labelled (a) school’s reaction and (b) societal 
reactions. The second core category - personal perspectives - consisted of three 
superordinate categories reflecting the individual experiences of bullying and their 
perceived effect: they were labelled (a) evasion, (b) emotional reaction and (c) 
disposition.
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FIGURE 11: About School: Core, Superordinate and Conceptual Categories Identified from
Interview Transcripts
Core Categories Superordinate Categories Conceptual Categories
Others' attitudes towards ----
lesbian, gay and bisexual pupils
"School's reaction ■
Societal reactions-
 Denial of bullying problem
—Stereotyping
 Lack of s u p p o r t /guidance on
LGB issues
 Media portrayal of homosexuality
 Cultural attitudes towards
homosexuality
 Family attitudes towards a LGBn mt c 
child/sibling
- Peergroupmembership
Personal perspectives
• Evasion
■ Emotional reaction
-Disposition
■ Hiding
— Denial
■ Anger
— Fear
— Helplessness
— Vulnerability
— Humiliation
— Temperament
— Sociability
Core Category 1: Others’ Attitudes Towards Lesbian, Gay and Bisexual Pupils 
The first core category to be identified focused particularly upon the environment 
in which participants were raised and educated. Participants generally reported 
that they had lived or continued to live in an environment which they perceived to 
be antagonistic to the existence of lesbians, gay men and bisexual men and women.
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Superordinate Category A: School's reaction
The first of the two superordinate categories to be identified from the analysis 
related to the way in which ‘the school’ (personified by the head teacher and 
her/his staff) reacted towards participants, their parents or indeed the general issue 
of bullying when approached for support or guidance. The interviews suggested 
that there were three underlying conceptual categories that explained the various 
reactions participants and their families received from the school and these were 
classified as follows: (1) the denial of a bullying problem, (2) stereotyping (3) the 
lack of support/guidance on lesbian, gay and bisexual (LGB) issues.
Conceptual Category 1: Denial of bullying problem. Several participants 
reported that when they approached their teacher or head teacher for support at 
the time they were being bullied, the response(s) they received did little to 
alleviate the problem. As the following extracts illustrate, even when confronted 
by parents or, indeed, by colleagues, some head teachers were recalled as being 
unwilling to take action or as being dismissive of such behaviour regarding it as 
either a non-issue or as something they could not tackle effectively. In addition, as 
one young man (Paul) pointed out (below), in some cases the issue of young men 
and women being bullied on the grounds of their actual or perceived sexual 
orientation never came to the fore because anti-lesbian/gay/bisexual attitudes were 
reinforced by teachers.
Textual examples:
My mother works in the school where I used to go to and she works in the 
finance office now and she’d been talking or they’d been having a Parents and 
Teachers Association meeting whatever, and the headmaster turned around and 
said ‘This school does not have a bullying problem’ when I know fora fact that 
it does. The fact is they - a lot of people that were bullied - didn't used to sort cf 
say anything or if they did they [the teachers] used to shout at the person that 
was being bullied...They’ve got it into their heads that there's not a bullying 
problem of any type. (Alex, aged 19).
I went to go and see the headmaster about it. He said that...well, basically...he 
basically said, ‘There is nothing I can do about it because it’s such a large 
group. If it was 2 or 3 boys then I could sort it out, and I could have them in 
the office’. And then he sent me to the counsellor who didn’t know what to do.
(Liam, aged 16).
I do remember one time with him [PE Teacher]. It was in the hall, we were 
doing gym and he asked me the time and I responded like...I don’t
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know...’quarter to ten’ or something and I heard the other kids laugh...and I 
was in another room because I wasn't taking PE so I was just calling. I didn’t 
hear what he said but I just heard the other kids laugh and then he asked me 
again, and then he made me come out to say the time and every time I said the 
time, he repeated it but did a kind of John Inman act. I just used...I just had to 
stand there and keep repeating it while he did ‘pufiy’ interpretations and the 
class fell about...and it affects me more now as an adult to think that that man 
was in authority and he did this and the school did nothing about it. (Paul, aged 
27).
Conceptual Category 2: Stereotyping. As Paul (above) demonstrated, the 
issue of gender stereotyping was one which was often reinforced through media 
images and personalities (e.g. John Inman). Participants recalled being criticised 
openly by both teachers and fellow pupils because their behaviour did not reflect 
that of their same-sex peers, and as Paul demonstrated further, even when teachers 
did not comment upon a pupil directly, their disapproval still seemed to be 
apparent.
Textual examples:
An incident of bullying that particularly sticks in my mind is actually one that 
was perpetrated by a member of staff. I think this is why it does stick in my 
mind because it was when a figure of authority turned on me and I had been 
brought up to respect authority. This was an English teacher and one day I came 
into class with my clarinet case and he latched onto the case and proclaimed it 
in front of the class as being the ‘typically puffy case’ that he would expect.
He...he then began this play on words around the word ‘puff and started 
teaching the class about sentences such as ‘The snow puffed against the... against 
the window’. This was obviously meant to referto me. (Mark, aged 22).
There was a lot of sexual stereotypical name-calling and, you know, the usual 
stuff. You know ‘puff, ‘queer’, you know, ‘why are you playing in the comer 
with...with girls?’ (Simon, aged27).
Teachers were very like...they wouldn’t necessarily come out and say ‘you big 
poofter’, but what they would do is smirk when I was taking an art class whilst 
the other boys might be doing woodwork or something. (Paul, aged 27).
Conceptual Category 3: Lack of support/guidance on LGB issues. 
Participants recognised that one of the difficulties teachers faced when attempting 
to deal with sensitive issues such as homosexuality and bisexuality was the lack of 
objective information available to them. A definite argument emerged from the 
interviews in which participants suggested that young people should be able to 
discuss issues such as human sexuality openly and have an opportunity to talk to 
someone (a teacher or school counsellor) in confidence and without fear of 
judgement.
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Textual examples:
I think the thing that was certainly missing when I was at school was that none 
of the teachers responded negatively to telling them - to me telling them I was 
gay, but nor were they supportive in the sense that they had no advice, no 
information, no where to offer. I wasn’t necessarily expecting them to solve my 
problems, but has they - any of them - told me there was anything like a gay 
switchboard or a gay support group, or anything like that would have been an 
enormous help. (Susan, aged 30).
I’d like it to be legal for teachers to teach students that it’s OK to be gay and 
that if you want help you can see someone. Just teach people and educate them 
to say that it’s fine, it’s not wrong, it’s not a disease. [Tessa, aged 16].
Young people coming to terms with their sexuality, be it heterosexual, 
homosexual, or bisexual, have got to be given a forum of discussion. Obviously 
the most appropriate place for this might be sex education classes, HIV/AIDS 
awareness classes, or even just sexual health classes. Young people should be 
allowed to discuss whatever they want. There should be a list maybe cf 
objectives that the teacher could use to make sure that a lot of topics are covered.
As I say, it’s not just homosexuality that needs to be changed in our sex 
education, and if it was ensured that kids were given an opportunity to say how 
the felt and what they felt without any fear of being...getting an evil, wicked, 
sinful reaction, then it might... then it very probably would be very helpful.
(Mark, aged 22).
Superordinate Category B: societal reaction
The second superordinate category to be identified from the analyses focused 
upon cultural and social perceptions of homosexuality and bisexuality and their 
impact upon the lives of participants in this study. Four conceptual categories 
were identified and these reflected participants’ views on (1) the media’s 
portrayal of homosexuality, (2) cultural attitudes towards homosexuality, (3) 
family attitudes towards a lesbian, gay or bisexual (LGB) child/sibling, and (4) 
peer group membership.
Conceptual Category 1: The media’s portrayal of homosexuality. As both 
Paul and Mark have highlighted in their recollections of the way in which teachers 
treated them in school, participants argued that the media’s portrayal of gay men 
as ‘camp’ or ‘effeminate’ only reinforced gender based stereotypes and further 
alienated those pupils who did not conform. Furthermore, when homosexuality 
was discussed in the media, participants recalled that it was rarely portrayed in a 
favourable or objective light. However, they also acknowledged that much more 
information is available today through the media in terms of help or advice lines 
than was ever available to them via the school.
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Textual examples:
I never had any positive or truthful images of representations to look towards - 
no information at all. Ifyou are heterosexual it’s not an issue. Heterosexuality is 
all around you, starting with your parents and your grandparents, everybody on 
telly is heterosexual, everybody at school is heterosexual, everybody on the 
street is heterosexual, it’s all around you in magazines, books and papers, ff 
‘gayness’ was mentioned in the news...I remember clearly being very 
embarrassed about Jeremy Thorpe and all the stuff that went on about Jeremy 
Thorpe. I think it was in the 70s when that guy, I can’t remember his name, 
accused him of having a relationship with him, and it was talked about as if they 
were perverts. That was the way it was talked about. (Matthew, aged 36).
It gets up people’s backs if they think you’re trying to promote homosexuality 
and in fact you see the major critics on TV...they say we go around flaunting 
ourselves and promoting ourselves when I don’t think it’s possible because I 
don’t think it’s a choice. So it’d be hard to go around sort of coming out with a 
positive image without, to a degree, being...like...sort of saying, ‘Well, hey, 
you can choose to be it ifyou want to, there’s nothing wrong with it’. It’s just 
a case of everyone is who they are. Whether you’re gay, straight, bL.you’re not 
hurting anyone else, there’s nothing wrong with it. (Alex, aged 19).
I found it quite ironic that at 15 I found out more from the local paper - like the 
help-line numbers...than I could possibly find out from my teachers and yet, I 
was looking to my teachers. [Susan, aged 30].
Conceptual Category 2: Cultural attitudes towards homosexuality. 
Participants commented upon the importance of cultural beliefs surrounding 
homosexuality and bisexuality and how such beliefs impacted upon their lives. 
Some said that the antagonism expressed towards lesbians, gay men and bisexual 
men and women was similar in both aetiology and nature to that of other forms of 
prejudice, whether it was based upon religion, race or gender; while others argued 
that conformity was the issue of conformity was central in determining whether or 
not society accepted or rejected people from ‘minority’ groups.
Textual examples:
Up until about a year and a half ago, I did really think that homosexuality was 
not in the Indian culture at all. and then I just...I did little bits and bobs of 
research-just purely fix my own...just purely for myself and then found that it 
was! Homosexuality was around in ancient Indian culture, and I thought to 
myself well, there shouldn’t really be a problem now, you know, in theory. 
But, it’s a...it’s a generation thing as well too because my parents are from 
Indian and are from a strict background. They’ve come over to England, and 
obviously no matter how long they’ve been here in the country, they’re still 
going to carry their own morals and ideals with them. (Suresh, aged 22).
Well, you see it’s issues like social interaction. It’s similar to how do you get 
people to understand and relate to ethnic minorities and things like that...it’s 
just another facet of it [prejudice]. How do you get them to try to understand 
rather than to react negatively to something that they’ve never come across
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before? The problem is that these are reactions that have been conditioned by the 
way we've been brought up anyway. (James, aged 30).
As long as you’re different and don’t conform to the norms of society you’re 
going to be picked on whether it’s physically, emotionally, or some other way.
(Steve, aged 30)
Conceptual Category 3: Family attitudes towards their LGB child/sibling. 
Participants commented that family reactions to a son/daughter or brother/sister 
being bullied as a result of their actual or perceived sexual orientation were or 
would be, on the whole, negative, and descriptions of the ways in which their 
families had reacted or would react if and when they found out demonstrated the 
emotional pressure placed upon a young person to remain closeted .
Textual examples:
I felt so...I just hated myself so much because I didn’t know what to do to make 
myself appear better so that people wouldn’t pick on me so much, so my family 
wouldn’t feel ashamed. Even my brothers and sisters were ashamed because I 
was such a puff. (Paul, aged 27).
She [mother] wants me to dress more feminine too so I don’t get as much hassle 
at school. (Tessa, aged 16).
My dad would probably be...well. I’d expect both my parents would be 
shattered. Disappointed slightly as well...well disappointed. I think my mum 
would possible be able to deal with it better than my dad. I think that’s purely 
because me and my mother have always been close. (Suresh, aged 22).
Conceptual Category 4: Peer group membership. Perhaps one of the 
strongest sentiments to emerge from a discussion of participants’ experiences of 
bullying at school was the fear of being rejected by peers. Some recalled how they 
attempted to hide any mannerisms of behavioural indices relating to their 
perceived homosexuality or bisexuality through altering the way in which they 
talked, walked or acted among friends. Others recalled that they tended to spend a 
great deal of recreational time with peers who were also considered ‘different’ in 
some way, thus negating the need to hide.
Textual examples:
We’d be with a group offriends and...I don’t know if they were homophobic or 
anything, but it was just...it was basically they were against the idea. I don’t 
know if they were against the issues of homosexuality...I would just...I would 
just join in and they’d make really crude remarks and jokes...just purely to fit 
in. (Suresh, aged 22).
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I remember even practising a better walk to make me look for masculine, and I 
thought it meant bigger steps so I started walking like John Cleese for about 
two years and people go ‘why do you take such big steps? , but it was all my 
kind of preparation to try and look straight. (Paul, aged 27).
I didn’t mix to well with the...the ‘lads’ ifyou like. The fact that I hung around 
with a...perhaps a couple of other people who were deemed different. (Marcus, 
aged 31).
Core Category 2: Personal Perspectives
The second core category to be identified from the ‘About School’ discussion 
focused upon participants’ recollections of the coping strategies they used to 
evade their tormentors, and the emotions they experienced when they were being 
bullied at school. In addition, participants tended to comment upon the ‘type’ of 
child/adolescent they thought they were, and thus offered a valuable insight into 
their temperament or disposition at school.
Superordinate Category A - Evasion
The first of the three superordinate categories to be identified from the core 
category ‘Personal Perspectives’ related to the coping strategies participants 
recalled employing in order to stop the bullying. It was apparent that they used 
two types of coping strategy: one which focused primarily upon attempts to 
evade their aggressors; and the other which was an attempt to demonstrate their 
heterosexuality (particularly among gay and bisexual men). As a result, the 
conceptual categories were labelled (1) hiding and (2) denial.
Conceptual Category T. Hiding. The majority of those participants 
interviewed recalled ways in which they had attempted to evade those who had 
victimised them. Some recalled a general feeling of wanting to disappear, others 
tried to physically hide themselves away during lunch- and break-times, while 
others tried not to stand out in class (in some cases this was attained by under­
achieving academically at school).
Textual examples:
I kept trying to hide I think all of the time. (Alex, aged 19).
For almost a year of my school life I spent every break and every dinner break 
sitting in the back of the...of the toilet area reading because I knew I was safe 
there, that I was isolated, an no one would give me any hassle. (Paul, aged 27).
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I think my aim in life was to keep as low a profile as possible...so, wanting 
to...to merge with the background. I suppose I had a few friendships, but they 
weren't particularly close. That’s how it went on. There were flashes where, you 
know, merging into the background didn’t actually work. So, that's how the 
five years passed I suppose. (James, aged 30).
Conceptual Category 2: Denial. For the majority of gay and bisexual men 
who were interviewed, one common recollection relating to their time at school 
focused upon their attempts to prove their heterosexuality either by fighting other 
boys or by taking girlfriends in the hope that it would allay questions or 
suspicions by peers about their sexual orientation.
Textual examples:
I used to have so many fights in school because the other boys would pick on 
me because I was a puff and then I would be fighting for survival to kind of keep 
up my...my reputation - for want of a better word - as a heterosexual...as a 
normal boy. (Paul, aged 27).
I started to go though a little bit of a period of denial, you know...had a 
girlfriend and then it was just really a question to conform because, at the time, 
everyone...everyone had girlfriends and people - my friends - were saying to me,
‘Oh Suresh, why haven’t you got a girlfriend?’, and just to get them off my 
back I had a girlfriend. (Suresh, aged 22).
I always pretended to be heterosexual...it was ridiculous...there was this girl in 
my class...I pretended she was my girlfriend and she went along with the 
pretence. (Matthew, aged 36.)
Superordinate Category B - Emotional reaction
From the interviews it was apparent that participants experienced a number of 
emotional reactions when they were being bullied. Feelings of (1) anger and (2) 
fear about being bullied at school were inter-twined with feelings of (3) 
helplessness, (4) vulnerability and (5) humiliation resulting from their inability to 
counter their tormentors effectively.
Conceptual Category 1: Anger. Both lesbian and bisexual women as well as 
gay and bisexual men recalled the anger they experienced when they were being 
bullied at school. The focus of their anger was not so much upon their 
aggressors), but at the lack of action taken by teachers - both within and without 
the classroom.
Textual examples:
I just get angry because Fm pointed at and people will say things about me in 
the classroom. (Tessa, aged 16).
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I think [I felt] partly frustrated because I couldn’t do anything about it... Angry 
as well I think. Annoyed at the fact I was being shouted at. Getting all the 
attention. I didn’t like that. (Liam, aged 16).
I think it made me feel angry, but I wasn’t in a position to have done anything 
about it. (Michael, aged 26).
Conceptual Category 2: Fear. Combined with feelings of anger, all of the 
participants interviewed recalled being frightened about going to school because 
they knew they would obtain very little support from their teachers. Again, such 
fear was not just apparent in the school yard during lunch- or break-times, or 
before and after school; some participants recalled the fear of being bullied within 
the building itself, including in the classroom when a teacher was present.
Textual examples:
I can identify the emotions that I was feeling at the time because the things you 
experience - the emotions - that you have quite readily, and other things, and it 
was a real feeling of absolute panic...that things would suddenly get out of hand 
somehow. (Tom, aged 32).
I spent the first...! would say...two or three years in secondary school frightened 
on most days to go in. I was frightened of certain groups of girls. (Susan, aged 
30).
I was usually chatting to the person next to me, Maybe just reading or writing 
or something...trying not to look as if I were affected... [I felt] terrible 
really... very fearful I think of being attacked. (Marcus, aged 31).
Conceptual Category 3: Helplessness. In addition to feelings of anger and 
fear, participants also reported an over-riding sense of helplessness when they 
were at school. Even when they attempted to fight back, very little changed 
because they were unable to challenge constantly the label of ‘lesbian’ or ‘gay’.
Textual examples:
I tried fighting back, but it was useless. (Nathan, aged 19).
I was a good fighter, I learnt to be a good fighter, but it meant nothing. It meant 
nothing. The next day I was right back to square one. (Paul, aged 27).
I suppose I should have fought back in some way, but when you have a sort cf 
hierarchical structure in a school where it...it’s boys who are in a position cf 
power...when it’s them who is [sic] doing it to you...you feel you can’t fight 
back really. (Michael, aged 26).
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Conceptual Category 4: Vulnerability. Related to recollections of 
helplessness, were recollections of constant vulnerability. In the absence of 
support from family members, teachers or friends, participants remembered how 
they had been forced to rely upon their own counsel in order to continue through 
school, and the isolation they felt as a result.
Textual examples:
I didn’t feel very secure there and that...as a consequence I kept myself to 
myself. (Tom, aged 32).
[I was] even more reserved than I should have been...felt even more threatened 
by what was going on around me... even stronger senses of wanting to withdraw 
from anybody basically. (Steve, aged 30).
I don’t think I’ve ever reached a point [as an adult] where I’ve felt so vulnerable 
and isolated. (Matthew, aged 36).
Conceptual Category 5: Humiliation. Several participants recalled 
experiencing a profound sense of humiliation when they were at school. This 
feeling was a result of the combination of being bullied and their own discomfort at 
being lesbian, gay or bisexual. There seemed to be two distinct facets to this 
conceptual category: the first related to the humiliation participants felt as a result 
of their sexual orientation; while the second reflected the fact that some felt guilty 
because they had never actively challenged their aggressors.
Textual examples:
I was unclean, I was very dirty, and all I wanted to do was just wash and just 
get clean. (Steve, aged 30).
I don’t think anyone who isn’t gay can ever understand the complete 100% 
humiliation you feel because all you know is you are yourself. You have no 
other way of expressing yourself because its simply you. (Paul, aged 27).
I blame myself that it went on so long because I didn’t do anything to fight 
back. (Susan, aged 30)
Superordinate Category C - Disposition
The final superordinate category to emerge from the interviews related to 
participants’ descriptions of their own disposition or personal characteristics at 
the time they were being bullied, and the nature of the friendships they had
Chapter 6: Analysis and Discussion o f  Interview Transcripts 380
enjoyed at school. Once again, two distinct conceptual categories emerged from 
the transcripts relating to (1) individual temperament and (2) sociability.
Conceptual Category 1: Temperament. It was evident from the discussions 
with participants that few had experienced conventional childhoods in terms of 
peer interaction (see Lever, 1978). Participants fell into three basic subcategories, 
(i) those who preferred their own company to that of other children; (ii) those 
who did not emulate their brothers or sisters in terms of sporting or other 
traditional male/female recreational activities; and (iii) those who preferred the 
company of children of the opposite sex.
Textual examples:
I was fairly quiet and I was fairly sort of...I was the sort of child who’d sit and 
read as opposed to do anything else. (Susan, aged 30).
I was treated differently from my brother...I’ve got an older brother who was 
very athletic and sporty and I...I mean I didn’t have any interest in that and I 
had a stronger interest in a lot more artistic stuff and did quite a lot of theatrical 
things. (Tom, aged 32).
I’m a tomboy and had short hair. I didn’t wear make-up. I didn’t go out with 
girls I just hung out with boys all the time. (Tessa, aged 16).
I got on with girls a lot more better than I got on with boys. I had a lot of male 
friends, but I could talk easier with the girls. (Alex, aged 19).
Conceptual Category 2: Sociability. In terms of their ability to make 
friends, participants generally recalled having few friends at school. As above, 
their recollections could be divided into two distinct subcategories: (i) those who 
did not have any close friends at school and tended to be shy or retiring; and (ii) 
those whose friendships existed entirely outside school.
Textual examples:
I can’t call them ‘mates’ because I didn’t really have any friends at school.
There was one or two that I tended to hang around. (Marcus, aged 31).
I suppose I had a few friendships, but they weren’t particularly close...I am 
basically quite shy and...and not confident and maybe even though other people 
have these traits, I had them a lot more than other people. (James, aged 30).
It was a bit odd actually because I didn’t have any friends at school. All my 
friends were not associated with school at all, they were all people I grew up 
with when I was younger. (Tom, aged 32).
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Adolescence
Following on from the analysis of participants’ school experiences, the responses 
to a series of questions relating to recreational activities, hobbies, friendships and 
their first sexual experience were then examined
Overall, 135 meaningful extracts of text were identified from the 16 
interview transcripts analysed. From those extracts, two core categories were 
highlighted which represented common themes that had emerged through the 
process of analysis. The first core category - Social Development - consisted of 
two superordinate categories which reflected participants’ feelings as they grew 
up, and their desire for companionship and affirmation: these were labelled (a) 
integration and (b) acceptance. The second core category - Sexual Development - 
also consisted of two superordinate categories which focused upon (a) the 
emergence of participants’ sexual identity (labelled ‘sexual awakening’) and (b) 
self-acceptance (see Figure 12, overleaf).
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FIGURE 12: Adolescence: Core, Superordinate and Conceptual Categories Identified from
Interview Transcripts
Core Categories Superordinate Categories Conceptual Categories
Social Development
Integration
Acceptance
Isolation
Inclusion
Being open 
Being found out
Sexual Development-----
Sexual awakening
— Emergence of sexual identity
  Experience of intimacy
— Guilt
Self acceptance Concealment
Admission
Core Category 1: Social Development
In terms of social development, participants commented that they believed that 
the isolation they had suffered at school had a negative effect upon the 
development of their social skills. Feelings of loneliness and of ‘missing out’ on 
key aspects of adolescent development were recalled, as was the desire to be 
accepted by peers and included in their social events.
Superordinate Category A : Integration
The first of the two superordinate categories to be identified specifically 
addressed participants’ recollections of the isolation they felt from the world of 
the adolescent, and their desire for peer affirmation and approval. Two conceptual 
categories emerged during the analysis which reflected the many of the responses 
recorded during the interviews: the first conceptual category focused directly upon
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participants’ feelings of loneliness and isolation; while the second concerned itself 
with the desire of participants to be a part of a peer group social network.
Conceptual Category 1: Isolation. Comments relating to feelings of 
isolation and loneliness were common among participants’ responses as was a 
recurrent sense of having been excluded from an important period in the 
development of the skills necessary for successful social interaction.
Textual examples:
I played on my bike a lot and then around 14 or 15, I used to go and stay with 
my best friend...it was often lonely...miserable. (Catherine, aged 23).
It was quite sad in a way because as I said I felt left out from everyone else.
(Alex, aged 19).
A feeling of missing out...a feeling of hearing people in school talking about 
these wild parties and their...the sexual decathlons that they were...they were 
involved in. And, the...the fun playing...playing in the park after...after school 
with their friends from home. A feeling that I was being deprived of this.
(Simon, aged 27). '
Conceptual Category 2: Inclusion. Related to reports of isolation, 
participants recalled wanting to win the approval of their peers and, indeed, of the 
community in general. Responses indicated that this was sometimes achieved in 
one of two ways: (i) through the maintenance of long-standing friendships with 
other young people who did not attend their school, or (ii) by acquiescing to 
pressure to conform.
Textual examples:
I think I would have...I would...now this is a bit strange but I think deep down 
probably I longed for that actually...the acceptance...I don’t think I would have 
had as many hang ups. I wouldn’t have the problem of being very wary when 
I’m in a new situation. (James, aged 30).
I remember I had a girlfriend for about a year...and it was a completely useless 
time for me, completely, because I would like meet [her] at bam dances, but 
really I just wanted all the others to see me with my girlfriend, so I would look, 
you know...peer pressure. It was that wonderful freedom of living in the 
countryside and in a good community atmosphere, and then the private torture 
of knowing that you would never be a part of that community. You were alien to 
it. (Paul, aged 27).
I had a very secure group of friends, but I mean...I suppose I lived for the 
weekend basically when I could do all the things I enjoyed doing. (Tom, aged 
32).
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Superordinate Category B: Acceptance
For many participants adolescence represented a period of considerable emotional 
conflict. Combined with a desire to be ‘open’ and to disclose their sexual 
orientation to others (conceptual category 1), they also recalled their fear of being 
‘found out’ and being alienated further by those around them (conceptual category 
2). Although there was a general recognition that society was becoming more 
tolerant of lesbians, gay men and bisexual men and women, comments clearly 
indicated that participants perceived that was very little difference in the 
experiences of adolescents today when compared to those who had experienced 
adolescence a decade ago.
Conceptual Category 1: Being open. Generally participants expressed the 
belief that they preferred to be ‘open’ about their sexual orientation, and had tried 
to ignore the prejudices and reservations of those around them. As the following 
extracts illustrate, for some being an openly gay teenager required a number of 
personal qualities: (i) resilience, (ii) determination and (iii) an ability to judge when 
it was safe to ‘come out’.
Textual examples:
I do feel that others have the potential to be aggressive and oppressive towards 
me. Not so...not so much my lecturers and teachers who are fairly uniform in 
their horribleness, more from my fellow students...I’m not out at university.
They don’t know about me and nothing has ever been specifically said to me.
When things like that are...when prejudices are expressed, not only against gays 
but against other groups in society, as I said before, I attempt to offer a 
reasoned...rationale argument why...why people are wrong in being prejudiced 
in that way. (Mark, aged 22).
If somebody has a problem with me then well I’ll never have a problem with 
them. (Tessa, aged 16).
I think what it comes down to is that in many cases I was too up front...very up 
front and very sort of leading from the front. (Steve, aged 30).
Conceptual Category 2: Being found out. As previously stated, along with 
a desire to be ‘open’ about their sexual orientation, several participants recalled 
their teenage years as being a time when they were also constantly afraid of being 
found out either by family members or by peers. For some, the fear of disclosure 
became particularly acute in later adolescence, especially where they had
Chapter 6: Analysis and Discussion o f  Interview Transcripts 385
established a relationship with a member of the same-sex, or had begun visiting 
gay clubs and venues. However, although there was general agreement that 
western culture was more tolerant of young lesbians, gay men and bisexual men 
and women than it had been in the past (re: Nathan), this was not mirrored in 
other cultures (re: Suresh).
Textual examples:
I was in love with him, but physically I didn’t want him to be there because I 
was scared people would know and you know the relationship kind of fell apart 
because of that...because of that extreme pressure. (Paul, aged 27).
I’d say start to go on the scene i.e. to bars or whatever, I’d always be looking 
over my shoulder thinking, ‘Oh God’, you know, ‘what if I bump into a friend 
or relative and they’ll come back to my family’, and you know I’ve got...got a 
large...not immediate, but I’ve got a large family as a whole, and the grapevine 
would work a treat, it really would. And, I’ve also had...had a relative, he was 
married and then it was found out that he was gay, and he basically got 
ostracised, you know, ‘we [the family] do not want to know you at all’. I 
suppose that’ll always be in the back of my mind. (Suresh, aged 22).
People are...I think people are becoming more tolerant and more...more 
accepting. (Nathan, aged 19).
Core Category 2 : Sexual Development
The second core category to be identified from the section if the interview 
focusing upon adolescence focused upon participants’ sexual development, and 
their emergent sexual identities.
Superordinate Category A: Sexual Awakening
The first superordinate category to be identified focused upon the development of 
sexuality in adolescents and their first intimate relationships with members of the 
same-sex. For the majority of participants, they commented that their first sexual 
experience held a particular significance in that they felt it affirmed their sexual 
orientation. Of the sixteen participants who were interviewed, only two felt that 
their first sexual experience with a member of the same-sex had confused the issue 
further (in both cases, they had been unwilling participants).
Two conceptual categories emerged during the analysis which reflected 
participants comments about their first sexual experience with a member of the 
same-sex. The categories focused upon two areas: (1) the emergence of sexual
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identity and (2) participants’ reflections upon the experience of intimacy with 
another person.
Conceptual Category 1: The emergence of sexual identity . It was apparent 
that, for those who had been consenting participants in a sexual interaction with a 
member of the same sex, the experience had been a significant one, and one which 
had affirmed their sexual orientation. However, for those participants who had not 
willingly engaged in such a sexual interaction, the feeling was that it had perhaps 
confused the issue further and made the process of accepting one’s sexual 
orientation all the more difficult.
Textual examples:
It [first sexual experience]...it sort of confirmed...confirmed those...those 
feelings. (Michael, aged 26).
So, I mean afterwards I thought brilliant! It’s like ‘yeah, at last! , because by 
then I had some concept of being gay. Even though I hadn’t done anything 
about it I’d begin to realise I was. (Susan, aged 30).
It just scrambled everything. I think that’s the best way to describe it. It 
scrambled any sort of trust with a male of any sort. (Steve, aged 30).
Conceptual Category 2: The experience of intimacy. For those who had 
been willing participants in their first sexual interaction with a member of the same 
sex, their comments indicated that it held a particular poignancy in their lives. As 
the following extracts demonstrate, issues such as being close to another person 
were particularly significant, even though such interactions were sometimes no 
more than childhood or adolescent experimentation.
Textual examples:
I didn’t feel sick of anything. To a degree it was nice because it’s...it’s an extra 
element of closeness with someone. (Alex, aged 19).
I remembered the feeling of pleasure of closeness with another man. (Simon, 
aged 27).
I think maybe for him it was just experimentation, but it was quite a loving 
experience forme. (Nathan, aged 19).
Superordinate Category B: Self-acceptance
Despite the very positive descriptions participants offered relating to the first 
sexual experience with a member of the same-sex, their comments relating to their
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desire to be more open about their homosexuality/bisexuality and the sense of 
affirmation they described was only to be a transient phase which gave way to 
more negative emotions later on. However, for some, it seemed that such negative 
feelings where a necessary part of the process of self-acceptance, and, in the 
majority of cases, they preceded the decision to ‘come out’.
Three particular features of the process of self-acceptance came to light as 
the transcripts were read through and they formed the basis of the three 
conceptual categories described below.
Conceptual Category 1: Guilt. A sense of guilt was particularly apparent 
among the gay and bisexual men who were interviewed. Although, the majority 
had acknowledged that their first sexual experience with another man had been a 
significant event in their lives, its significance was soon over-shadowed as the 
following extracts demonstrate.
Textual examples:
I suppose it [first sexual experience] made me realise that I was attracted to other
men...I sort of enjoyed it but at the same time I felt very guilty about it.
(Marcus, aged 31).
It’s [sex] often usually associated with great guilt afterwards, but that didn’t
stop. (James, aged 30).
I think I was frightened about what I’d done. (Alex, aged 19).
Conceptual Category 2: Concealment. Despite the fact that the majority of 
gay and bisexual men described a feeling of guilt following their first sexual 
experience, not all tried to hide the fact that they had enjoyed a relationship with 
another man. While some described how they had attempted to suppress their 
attraction to members of the same sex (e.g. Mark), or hide the fact that they were 
in a relationship (e.g. Paul), others (e.g. Steve) decided that they had spent too 
long fighting and, as a result, they decided to disclose their sexual orientation to 
others.
Textual examples:
I don’t think I was in any way allowing myself to admit even the possibility cf
homosexuality. I think I might...I think I was even actually trying to suppress
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the possibility, but, at the same time this was something about which I was 
having thoughts and feelings. (Mark, aged 22).
I was really closeted about it and...and when we did have sex it was very 
much...I let myself go while we were having sex, but as soon as it was over I 
didn't want to be in his company. (Paul, 27 years).
I spent too long fighting what I was...wasted too much energy on it. And I 
think just...think just giving it a positive...it’s OK to be different, instead cf 
showing it as the most extreme - we are all perverted basically - and there’s 
nothing wrong with you really, it’s just your orientation is different. (Steve, 
aged 30).
Conceptual Category 3: Admission. All sixteen participants reported that 
their ability to admit to themselves that they were lesbian, gay or bisexual was a 
significant turning point in their lives. For the three lesbian and bisexual women 
this was achieved quite early on during adolescence, and did not necessarily follow 
their first sexual experience with another girl/woman: for the thirteen gay and 
bisexual men self-acceptance was a much more heterogeneous experience, and 
tended to follow sexual contact with another boy/man. However, as the following 
extracts demonstrate, for the majority the admission of one’s homosexuality or 
bisexuality was not a traumatic or necessarily negative experience.
Textual examples:
I knew that I was attracted to other girls and I knew that I was more than most 
of the girls I knew by about the time I was eleven. (Susan, aged 30).
I knew that I was gay and I had said for quite a while I was gay, and there was 
no doubt in my mind that I was prepared to have a sex...homosexual 
relationship. (Liam, aged 16).
It didn’t turn out to have and dire consequences. There was no fire and 
brimstone. I think overall I feel quite good about it. (Mark, aged 22).
Adulthood (Work and University/College)
In this section of the interview, participants focused upon their current 
occupational status, employment history, future aspirations, personal goals and 
regrets (if there were any) about not following a particular career path. Analysis of 
the transcripts produced 124 extracts relating to experiences of work, college or 
university. Two core categories were identified which represented common 
themes that had emerged as the transcripts were read through. The first core 
category - Occupational Aspirations - consisted of two superordinate categories 
which highlighted participants’ reasons for choosing certain types of job/career
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(Superordinate Category A: sense of vocation), and which of those had given or, 
they felt, would give them satisfaction (Superordinate Category B: self- 
fulfilment). The second core category to be identified - Personal Aspirations - 
focused upon participants’ experiences in the work place or at university/college 
and the difficulties they had faced and attempted to overcome. Once again, two 
superordinate categories emerged during the analysis which reflected participants’ 
experiences, and these were labelled (a) personal goals and (b) personal challenges 
(see Figure 13).
FIGURE 13: Adulthood (Work/College/University): Core, Superordinate and Conceptual 
Categories Identified from Interview Transcripts
Core Categories Superordinate C ategories
Occupational aspirations
Sense of vocation ■
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Desire to help others
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Overcoming insecurity 
Need to prove self
Challenging discrimination
Being accepted by 
colleagues/peers
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Core Category 1: Occupational Aspirations
All sixteen participants commented that they felt they were destined for a 
particular career path, and, interestingly, for the majority this involved working 
with those less fortunate than themselves.
Super ordinate Category A: Sense o f  vocation
The first of the superordinate categories to be identified was labelled ‘sense of 
vocation’ as it reflected the majority of participants’ ambitions to work with 
vulnerable or disadvantaged groups in society. Two conceptual categories were 
very much in evidence from the transcripts and these related to (1) a basic desire 
to help others and (2) the development of communication skills.
Conceptual Category 1: Desire to help others. Fourteen participants 
indicated in their interviews that they had wished to enter professions where they 
would be able to offer support to others. Career paths included, the Church, 
teaching, HIV/AIDs charity work and advocacy, social work and community 
theatre.
Textual examples:
I was told right at the age of six by my parish priest that I’d be working with 
other people and I always have done...there’s a caring side to me and it’s always 
been committed to people and this...this is where I’m at now and this is where I 
want to be. (Steve, aged 30).
I’d go into voluntary work, working with people, either school kids because I 
get on really well with like 10, 11 year olds. I’ve sort of taught them because I 
know a couple of people who are teachers. Failing that, homeless people. (Alex, 
aged 19).
I have done some voluntary work with handicapped [sic] children and special 
needs children, and I really enjoyed that....I’ve had this sort of feeling that I 
wanted to do that type of work. (Marcus, aged 31).
ii) Development of communication skills. It was also evident that 
participants valued the opportunity to meet different people and felt it necessary 
to develop their communication skills further whether they were working in 
community theatre (re: Paul), a shop (re: Michael) or as a volunteer in a 
community café (re: Nathan).
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Textual examples:
The comedy aspects has always been there because I’ve always been aware cf 
having the kind ofpersonality that makes other people laugh, you know. There 
are some people who laugh and there are some people who make people laugh. I 
find generally if we’re in a group...with a group of friends I make people 
laugh...I enjoy that role. Sign language has simply come from a deaf couple I 
know and I got to know them well and we started communicating. And because 
I've also had a social conscience, it’s a good way to partner the pair - artistic 
expression and a kind of social activity that's of benefit to others. (Paul, aged
26).
[I like] the people I’m working with and also being in regular contact with the 
other people as well. It’s quite a big shop...and there is quite a turnover of staff.
(Michael, aged 26).
It’s always satisfying when...when a young person comes in and says, Took,
I’ve been sleeping in the park for three week and I really need somewhere warm 
and safe, you know. Can you help me out?’ And, all you...all you can do really 
- because I haven’t got any formal qualifications - all I can do really is sit down 
and befriend them and send them on somewhere else. It doesn’t sound much 
good but it...it is satisfying when that happens. (Nathan, aged 19).
Superordinate Category B: Self-fulfilment
In addition to a sense of vocation, some participants indicated that they believed it 
was important that their chosen career path offered them a sense of personal 
fulfilment which included the need for personal rewards (conceptual category 1) 
and/or a need to resolve some outstanding personal issues (conceptual category 2).
Conceptual Category 1: Personal reward. The textual examples (below) 
demonstrate that, along with a sense of commitment to help others, participants 
believed enjoyment of the job to be integral to their sense of achievement.
Textual examples:
I think I’d enjoy it [teaching] most of all and I see the satisfaction teachers get 
out of teaching people and that’s something I’d like to be able to do. (Liam, 
aged 16).
I’m not one for sitting down and letting things go by. I do give 120% all the 
time. I turned round the shop...I really was good at my job as a support worker 
in the day centre. I’ve enjoyed everything I’ve done. (Steve, aged 30).
I actually think I’m in the perfect career for me. I absolutely love my job. I’ve 
been doing it eleven years and I wouldn't change it for the world. (Susan, aged 
30).
Conceptual Category 2: Resolution of personal issues. There was a general 
expression of feeling that, for those who had been in the work force for a number 
of years, the job which have given them the greatest sense of satisfaction had also 
offered participants an opportunity to examine and, in some cases, resolve a
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number of personal issues. For some a particular job had allowed them the 
opportunity to explore their own feelings/emotions surrounding their sexual 
orientation, or challenge the stereotypes they had faced at school. For others, their 
work gave them a sense of direction and goal to work towards.
Textual examples:
Later on when I was temping I worked at a clinic in the Middlesex Hospital for 
sexually transmitted diseases and HIV stuff. It’s one of the biggest... and I was 
there as a temp for about a year, and I really enjoyed that and I think that s 
really helped round my...my view of things really. They’re not very...high 
profile jobs but I actually felt quite an integral part of what was going on. (Tom, 
aged 32).
I think I was really educating young people to see the world differently. Not so 
much to change their politics, because, you know, I don’t really feel that’s my 
duty...but just to get them to question. (Paul, aged 26).
I think that by leaving that job and travelling that that is quite a threat to sort cf 
self-esteem because I’d have to build it on something potentially more 
lasting...! can see no reason why I would otherwise be spending between 60 and 
70 hours a week working. (James, aged 30).
Core Category 2: Personal Aspirations
The second core category identified from the analysis of transcripts focused upon 
the personal aspirations and intentions of participants as they entered the work 
force. Overall, two superordinate categories emerged which reflected issues 
participants felt they needed to address in order to be successful at work, college 
or university.
Superordinate Category A : Personal goals
The first superordinate category to be identified reflected the personal goals 
participants set themselves at work, college or university. Three conceptual 
categories emerged which summarised comments made during the interviews. The 
three personal goals were as follows: (1) overcoming inhibition, (2) overcoming 
insecurity and (3) the need to prove self.
Conceptual Category 1: Overcoming inhibition. Responses demonstrated 
that overcoming inhibition was an important aspect of personal as well as 
professional development for participants. Some had to decide whether or not it 
was safe to ‘come out’ at work, university or college while others had to over 
come the lack of confidence they reported in themselves, either by accepting
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additional responsibilities at work, or by returning to the classroom to complete 
their education.
Textual examples:
As far as working has gone, I mentioned that I’d been in a number of ‘mick 
jobs, typical student fodder. They were all enjoyable because I was learning 
something new, I was interacting with new people, and I was gaining new skills 
from them. I’ve only just started my third one so I don’t know how things are 
going to go with that, but with the first two I ended up being virtually 
completely ‘out’ over a...over a process of getting to know people, getting to 
feel safe around them, and letting them get to know me. Letting them feel 
perhaps safe around me...and there was no official announcement. I think it was 
just a matter of things suddenly fell into place for people. (Mark, aged 22).
I was a retail manager for 5 years and then I led from the front. (Steve, aged 30).
All through my school life I...I was told and my parents were told I wasn’t 
committed enough, I wasn’t consistent enough, and I think, you know...I had a 
lot...a lot of sickness and I wasn’t there [at school] and I had a lot of catching up 
to do. I think...I think I’m not too dim. I’m not a great academic but I’ve got 
an ability to learn things and study things. (Tom, aged 32).
Conceptual Category 2: Overcoming insecurity. Participants also 
discussed their need to feel safe within their work environment, and to over come 
any insecurity they felt about being ‘open’ with their peers, colleagues or 
managers. For example. In response to the question ‘Do you see being gay as a 
barrier to you entering the police force?’, Nathan thought he would have to assess 
the situation before he told his colleagues he was gay.
Textual example:
Maybe a slight one...I’d have to sort of check my ground first. You know sort 
of...I mean it’s kind of...kind of a branch of the army really. I know it’s not 
quite as severe as that, but it’s usually...well I perceive it to be quite a macho 
kind of organisation. (Nathan, aged 19).
For some the fact that they worked in a ‘gay friendly’ environment meant 
that their sexual orientation would not inhibit their acceptance by colleagues or 
peers, for others their insecurity was overcome through achievement.
Textual examples:
I could foresee a situation where it [hostility] could happen. It hasn’t thankfully 
and within the particular environment I work in at the moment I don’t think it 
will. It is...it is, thankfully, a gay friendly environment so I don’t...don’t think 
it’ll happen there. (Michael, aged 26).
I’m not...I don’t think I’m...I’m particularly confident anyway and that hasn’t 
helped that confidence but...and there are other insecurities within that. Things 
like, where do you actually get you self respect from? and, I think I probably get
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a lot of self-respect from the fact that I’m earning quite a bit of money. (James, 
aged 30).
iii) Need to prove self. The need to prove oneself was also a common 
theme among interviews. While some participants mentioned that their 
experiences at school had in some way driven them to become high achievers, 
others said that their experiences had left them without such strength or self- 
confidence and that they needed to feel as if they had achieved a particular goal on 
their own merits.
Textual examples:
I think they’ve [school experiences] made me quite...quite strong and 
competitive, and strongly determined to outrun the competition and prove 
myself. (Simon, aged 27).
I’ve never completely lost the lack of self-confidence. You have got to remember 
that I never had a degree until I was 30 and to work in the profession I work 
in...you really need a degree. It is sad really, but this country is like paranoid 
about qualifications, Ifyou don’t have letters after your name you are nothing.
And, I found to my great cost that over the first few years...it was very difficult 
because I didn’t have any confidence. You have to have a lot of knowledge about 
certain areas like black representations, but I didn’t have that...and fortunately 
when I was in my mid twenties, no my late twenties...I won a place on a degree 
in film and television for three years and finally attained the status I wanted to 
get. I was craving all my life academically. But, even so it didn’t 
erase... completely erase those feelings ofinsecurity which I don’t think will ever 
go away. (Matthew, aged 36).
I think what happens with a lot of gay people, including myself, is that we are 
denied strength so that... what I mean by that is we are...because of the horrible 
stereotypes you hear, ‘the puff and ‘the queer’, and ‘the limp-wristed nancy’, 
you just have this automatic feeling that you’re weaker. You are taught that you 
are weaker. So I found that when I was a young kid I was one of the toughies, 
you know. I wasn’t a bully in any way, but I could certainly stand up for 
myself. But, then when I became...when I entered by secondary school and 
became the victim of homophobic abuse, and I knew what to be queer 
meant...when they kept calling me all these names I...I gradually began to feel 
weaker because queers were weaker...! couldn’t imagine punching someone, you 
know. I just thought it was an obnoxious thing to do and I...it scared me, the
fact that my fist would plough into someone’s face. So I felt automatically
weaker and because we’re denied this strength, and it did have that effect on me, 
where I felt they were stronger than me because they were straight. (Paul, aged 
27).
Superordinate Category B: Personal challenges
In attaining their personal goals whether educational or occupational, all sixteen
participants described the personal challenges they had encountered in order to
follow their desired career path. For the majority of participants, the challenges 
they have faced or potentially could face fell into two conceptual categories: (1) 
challenging discrimination and (2) being accepted by colleagues/peers.
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Conceptual Category 1: Challenging discrimination. Perhaps one of the 
most significant tests of character participants described facing either at work or at 
college/university related to the way in which they coped with overt expressions 
of homonegativism. As the textual examples (below) illustrate, participants not 
only believed themselves capable of challenging the discriminatory behaviour of 
others, but for many the stigma of being called ‘lesbian’, ‘gay’ or, to a lesser 
extent, ‘bisexual’ had dissipated.
Textual examples:
It’s [being lesbian] something that some of the customers will stop and that 
they will try to use, but in some respects it’s counter productive because it’s 
just about the least upsetting thing they could now pick. I would be far more 
upset being called a racist than I am now being called a lesbian. That doesn’t 
bother me at all, and I’m likely to turn and say ‘yes, we’ll you’ve got that one 
right’. (Susan, aged 30).
The incredible feeling of power that I had then. I wanted to stop people and say 
did you see that, I’m a puff, did you see what just happened there. (Paul, aged
27).
Because of the nature of my work - it’s working with offenders, drug users, a lot 
of them have got prison experience, it’s very macho, very aggressive, you know, 
stereotypical in that way I think. And, I have, quite a few times, found that 
intimidating in itself. Not that any body’s made any comments about anything 
particularly, but just the environment is actually quite oppressive. It’s possible 
knocked...knocked a few comers off me as well, you know, hardened myself to 
it. There should be a more valid reason to find criticism with me, you know, 
especially say in work circumstances...! feel...they should be able to criticise 
you for either not doing a good job or doing something ridiculous or stupid or 
irresponsible. That element of my life [being gay] isn’t part o f what I’m doing 
during the day. (Tom, aged 32).
Conceptual Category 2: Being accepted by colleagues/peers. In order to be 
able to challenge discrimination effectively in the work place or college/university, 
participants also reported that it was also necessary for them to have support 
from colleagues/peers and those in authority. It became apparent that being 
accepted by colleagues and peers was made all the more easier if other employees 
were also openly lesbian, gay or bisexual. However, as Simon also pointed out, 
discrimination not only comes from heterosexual colleagues, it can also come from 
those lesbian, gay and bisexual colleagues who had led the way. Nevertheless, 
where previous employees had not been openly lesbian, gay or bisexual, and 
where the environment was not necessarily accepting of lesbians, gay men and
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bisexual men and women (e.g. teaching), some participants considered changing 
their career.
Textual examples:
One of the things I didn’t like about the property company was it was just these 
two old ladies in a tiny office where I hardly saw anybody else...and certainly 
the environment of the shop is...is, as I said earlier, gay friendly. It’s one of the 
few shops where... where probably actually the majority if not...I mean my direct 
boss is also gay. A lot of people I... on the same level as me are, and a lot of the 
customers are too. (Michael, aged 26).
There was one person who I had a real problem with...a guy who was another 
lawyer who was within the legal team...who was also gay but very different to 
me. I mean *** [name given] was a real Telegraph reading high Tory queen and 
we...we never saw eye to eye, but he was an extremely good networker within 
the office and consequently he had a ‘clique’ built around him... which went out 
to lunch and, you know, did things in the evening. I felt very excluded from 
that. And, even though I was able to brush them aside suddenly feelings would 
emerge of, you know, not being...not being part of...of the gang and being on 
the outside, of being a loner, of being a person looking through the frosted glass 
window at the party inside. (Simon, aged 27).
I’m still in the frame of mind where I don’t know what I want to do, but I’d 
like to work as a personal manager in a gay organisation. (Catherine, aged 23).
Adulthood (Personal Relationships)
In the final section of the interview, the focus of the discussion turned to 
participants’ experiences of ‘coming out’ and the development of relationships 
with members of the same sex. Overall, 155 relevant extracts of text were 
identified and included in the analyses.
From the transcripts, it was apparent that there were two underlying 
themes which represented the experience of ‘coming out’ and developing 
homosexual/bisexual relationships in adulthood, and these formed the basis of the 
two core categories described below. The first core category was labelled 
'Development o f  Lesbian/Gay/Bisexual Social Identity and consisted of 
statements relating to participants’ experiences of ‘coming out’ (Superordinate 
Category A: personal perspectives) and the support they received from family, 
friends and the wider gay community ( Superordinate Category B: external 
support). The second core category - Development o f Lesbian/Gay/Bisexual 
Relationships - focused upon two particular aspects of participants’ experiences:
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the process of forming relationships (Superordinate Category A); and the 
experience of being in a relationship (Superordinate Category B) (see Figure 14).
FIGURE 14: Adulthood (Personal Relationships): Core, Superordinate and Conceptual 
Categories Identified from Interview Transcripts
Core Categories Superordinate Categories Conceptual Categories
Development of LGB 
social identity
Personal perspectives -----
  External support
”  Need to talk
— Telling family/friends 
“  Re-defining self as LGB
  Being 'out'
— Family
— Friends
— Gaycommunity
— Role models
Development of LGB 
relationships
Forming relationships-----
Being in a relationship
Meeting others 
Building a relationship
Confusion
Fear of possessiveness 
Feeling trapped 
Fear of being hurt
Core Category 1: Development of Lesbian/Gay/Bisexual Social Identity 
As stated previously, the first of the two core categories to emerge from the 
analysis of participants’ comments about their personal relationships focused 
particularly upon the process of ‘coming out’ and the development of a lesbian, 
gay or bisexual social identity.
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Superordinate Category A: Personal perspectives
As previous extracts have demonstrated, the decision to disclose one’s sexual 
orientation to another person was often associated with a great deal of anxiety and 
concern about how the other person may react. As the following extracts show, 
the decision to ‘come out’ often followed a period of great unhappiness and 
depression for participants and, therefore, not only marked a turning point in their 
lives as lesbians, gay men and bisexual men and women, but also marked a period 
of insecurity and often increased vulnerability.
Four conceptual categories were identified from the transcripts which 
reflected the four stages of ‘coming out’ described during the interviews. The 
categories were labelled (1) the need to talk, (2) telling family/friends, (3) 
redefining self as lesbian, gay or bisexual and (4) being ‘out’.
Conceptual Category T. The need to talk. All sixteen participants 
described how their decision to ‘come out’ (even if only to a small number of 
people) was precipitated by a need to confide in someone and talk through some 
of the issues that had worried them. As the following extracts demonstrate, the 
need to talk was often preceded by a period of intense unhappiness and 
frustration at not being able to be oneself.
Textual examples:
I went into his office and said, ‘Look, I’ve got something...can you come 
upstairs...I’ve got something to tell you’. And, he was a bit sort of wary about 
it, he said, you know, ‘what have I done?’, and I said, ‘Nothing...[it’s] nothing 
you’ve done’. So, I took him upstairs and I just sat him down and I told him 
really and he said, ‘It doesn’t really change the way I think about you, you 
know, I’ll give you all the help I can’. So, that was quite a relief, but I went 
home and it was a sort of short-lived relief really, it was almost like now it was 
out in the open...it was...I had to deal with it, you know. I felt...I still felt really 
bad inside. (Marcus, aged 31).
I first came out when I... shortly after I came up to university. By the time I got 
to Christmas of my first term I was in a pretty rotten mental state and I knew 
that something had to be done. I talked to a number of student counsellors, I 
talked to a couple of friends in roundabout circuitous ways, and eventually I 
phoned the local gay switchboard, talked to them and the next day [I] felt as if I 
was walking on air. (Mark, aged 22).
I think by time I’d got to nineteen, twenty or twenty-one, I realised that if I was 
going to have any future, I was going to have to tell someone I was gay and it 
all hung on that...everything hung on that. So, I told someone and then I told
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another person. The whole ‘coming out’ process took years, but I did it bit by 
bit by bit, but I had to go really low, sink to a very very low low point when I 
was about - a bit older than I said - twenty-two when I did overdose on sleeping 
tablets accidentally. It wasn’t an attempt to die, but I did overdose and that 
would be the lowest you would get - the absolute rock bottom - there was 
seriously something wrong. I knew what was wrong, it was just that I wasn’t 
being honest with myself. But, once I made the leap or whatever, that changed 
by telling somebody then things very very slowly and very very gradually began 
to get better bit by bit by bit. (Matthew, aged 36).
Conceptual Category 2: Telling family/friends. After having had an 
opportunity to talk to a close friend or colleague, the next step in ‘coming out’ 
was to tell members of the family and friends. As participants explained, there 
was no ‘right’ way of telling members of their family or friends. In some cases, the 
process was slow and took a number of years, in others it was apparent that those 
they decided to tell, had already known.
Textual examples:
It [coming out] never happened overnight. It wasn’t something I went home and 
said, ‘Oh, by the way mum and by the way dad and by the way everybody’...! 
selected people that I’ve chosen to tell and they’re people that they’ve never 
been an issue to tell. I suppose, God yeah, over a couple of years probably when 
I had people that I know and had known for quite a while that I’d never said 
anything to and it’s kind of...I found that quite a difficult bridge to cross.
Whereas making new friends and telling, you know, when it was never in a 
previous history, it was never a problem because I’d chosen those people 
because I liked them and I identified with them. (Tom, aged 32).
I sort of did a long speech, you know, ‘Dad, I’ve got something to tell you’ 
speech that everyone does, and he was...his whole attitude was, ‘Yes, well I’ve 
known that forages but you’re going to have to tell your mother and she’s not 
going to be as good about it as I am’. So, we sat around till about four when 
my mum came home from work. (Susan, aged 30).
I have said to my friends...with some of them I’ve adopted the ‘I’ve got 
something to tell you. I’m bisexual’ approach when I was younger. But, people 
I’ve met in my sort of mid-ish to late twenties...[I] would adopt a more subtle 
approach ofjust sort of sprinkle into the conversation ‘my boyfriend’ rather than 
saying, ‘I’ve got something to tell you’. (Simon, aged 27).
Conceptual Category 3: Redefining ‘self as lesbian, gay or bisexual. Once 
the process o f ‘coming out’ had begun, several participants recalled going through 
a period in which they had to reassess their lives. For some this involved 
becoming more out-going, for others it required a period of contemplation, while 
for others 'coming ouf in itself gave them a great deal more confidence.
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Textual examples:
When I got back in October I thought, ‘Right’, you know, ‘New people around 
me, still got my old friends, but I’m going to make new friends’. My friends are 
really supportive, but you can’t just live with straight friends. (Alex, aged 19).
When I got involved with this ‘QUEST’ group - the catholic, gay catholic 
group - 1 got involved in a youth...social youth group and one of the guys there 
asked me if I wanted to go on a pilgrimage to Lourdes, and I said, ‘Yes, I quite 
fancy that’. At that time I was at the stage where I thought, ‘Well yeah, it 
might cure me you know...I go and it might...because I was struggling with it 
[being gay] so much, I thought, well, I might at least get some respite and come 
to terms with things a bit’. (Marcus, aged 31).
Over the past year, year and a half. I’ve begun to find a lot of stability in my 
personality and I’ve begun to be an awful lot more confident and happy about 
myself. I feel this in myself and other people have said to me that they’ve 
noticed a change. Now that this is happening, I think that the bullying that 
happened in school gave me a lot of personal strength to get through the process 
of coming out and has now given me a very strong base for my personality.
That’s not to say that the bullying was a good thing because if the bullying 
hadn't happened, coming out would not have been such a difficult process.
(Mark, aged 22).
Conceptual Category 4: Being ‘out’. The final stage in the development of 
a lesbian, gay or bisexual social identity related to how participants recalled coping 
with being ‘ouf, particularly if they frequented gay clubs and pubs (popularly 
known as ‘The Scene’). While some participants commented that they were much 
happier being ‘ouf, for others there were residual feelings of unease and 
inhibition.
Textual examples:
I think for some people it’s always taken them by surprise because...! don’t 
know...I mean I don't know how people perceive me sometimes. Sometimes I 
think I come over as being a fairly straight sort of person - 1 don’t mean butch - 
or some people are mildly curious to know that I’m gay. (Tom, aged 32).
Sometimes I worry...I know that...say if he [boyfriend] does something in 
public with straight people that's particularly camp a part of me cringes, and I 
hate cringing because that’s the internal homophobia. That’s my problem. 
(Paul, aged 27).
You can’t sort of walk round campus as a couple because...I’ve gone through 
the stage of being closeted and I don’t want to be closeted any more, and it’s 
hard to get to know each other because if he [boyfriend] stays over, even if 
nothing happens, it’s apparent that people are going to see him leaving first 
thing in the morning and start asking questions. (Alex, aged 19).
Superordinate Category B: External support
For all of the participants, the support they received from their family and friends 
was an important aspect of their development. However, in some cases
Chapter 6: Analysis and Discussion o f  Interview Transcripts 401
participants recalled that they did not receive the unconditional support they had 
hoped for, and so they turned to members of the gay community, and the 
organisations which assisted men and women during this difficult time.
The four conceptual categories described below illustrate the four sources 
of support participants received as they were ‘coming ouf: (1) the family, (2) 
friends (3) the gay community and (4) popular role models.
Conceptual Category 1: Support from family. Although no one who was 
interviewed reported receiving a negative reaction from their family when they 
decide to ‘come ouf, the support they received was not always unconditional. In 
some cases, parents have been very positive about their child’s sexual orientation 
(e.g. Tom and Paul), however, as Liam pointed out, when he decide to ‘come ouf 
in 1996, some parents may retain the hope that their son/daughter has made a 
mistake.
Textual examples:
My father almost outed me to him... [he] sort of was... was trying to make things 
easy forme to say to him, ‘Dad, I’m gay’ without me actually having to say it.
(Tom, aged 32).
She [mother] loves telling people I’m gay because she likes the reaction. I said 
[to her], ‘well, you know, out ofinterest, what if people ask you am I married, 
what do you tell them?’ She went, T just tell them you’re gay, to be quite 
honest I quite enjoy it’. (Paul, aged 27).
I went home and told my mother. She just sat there and she nodded her head 
and she said, ‘Right, fine’, and then started...we talked about it. Then she said,
‘When you get older, if you feel that you’ve made a mistake and you're not 
really gay then it’s OK to tell everybody that you’re not gay’. (Liam, aged 16).
ii) Support from friends. Participants also commented that friends were a 
valuable source of support when they decided to ‘come ouf. However, some did 
recall losing one or two friends, this tended to be a rare occurrence.
Textual examples:
I can remember I just got home just talking and talking, literally, staying up the 
whole night and we were just talking away, you know, about the feelings when 
you don’t realise you’re gay. (Suresh, aged 22).
I’ve only ever come out to good friends, or people who’ve asked. There’s only 
ever been one person I’ve done it to and never heard or seen again. The response 
has generally been good. (Liam, aged 16).
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Maria said to him (a male friend). ‘Isn’t it great about Michael, he’s come 
out...he’s gay!’ Immediately he was taken aback and said, ‘Oh my God, I’m 
going on holiday with him in two weeks, what am I going to do?’ And she 
gave him a severe flea in his ear and said, ‘How dare you be so arrogant and 
why on earth do you think it should affect you in any case?’ And that gave him 
something to think about. (Michael, aged 26).
Conceptual Category 3: Support from the gay community. The gay 
community had an important role to play in supporting participants as they 
‘came out’. Local or university societies or regional gay and lesbian switchboards 
were considered valuable resources which offered both friendship and advice for 
those experiencing difficult in coming to terms with their sexual orientation.
Textual examples:
I went to one or two coffeeevenings run by the local Oxford gay society...and I 
met this guy there...and we got talking as we saw each other fairly regularly.
(James, aged 30).
Once I got to the university, I got involved in a lot of feminism [and] tended to 
meet women through women’s groups or friends of friends, and I actually moved 
into an all-women household at one point screaming to meet another lesbian.
(Susan, aged 30).
I started ringing the gay switchboard, I mean they must be credited there, they 
were fantastic. (Matthew, aged 36).
Conceptual Category 4: Importance of positive role models. A common 
theme that emerged from participants’ comments relating to the ‘coming out’ 
process was the need for positive role models. While some found it beneficial to 
work in an environment where their manager was lesbian, gay or bisexual, others 
gained support from media personalities who had spoken about their own 
experiences. However, as Matthew pointed out, it is only recently that media 
personalities have felt able to talk openly about their homosexuality/bisexuality, 
and in the past there were very few positive role models available to young 
lesbians, gay men and bisexual men and women.
Textual examples:
I got this job with a Theatre in Education company...and most of the people in 
the group including the director - two directors - one a lesbian and one a gay 
man. The company manager [was] a lesbian, one of the actresses a feminist 
political lesbian. And I went to work in that environment and it was just the 
brilliant role model I could hope for because everyone in charge, everyone who 
was deserving of respect was gay. And it was really brilliant because all of us 
had... and I was part of the in-crowd, you know, it was easier to be gay. There
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was, I think two straight people in the whole company, and it was wonderful, 
and so all of a sudden then from that fear I got a very very positive set of role 
models. (Paul, aged 27).
I listened to a radio programme. It was Ian McKellen talking about how he came 
our to his family, and he came out to his sort of 92 year old maiden aunt and 
she said sort of, ‘What are you worrying about?’ and that...that sort of then 
really made me certain that I was doing the right thing. (Marcus, aged 31],
As a gay teenager growing up at that time (1970s) there were no role models, 
there was no information. The gay news existed but I never saw a copy. There 
was nothing. No information. The only information I had was Larry Grayson on 
television...! used to crawl under the settee and die of embarrassment when he 
came on the television. (Matthew, aged 36).
Core Category 2: Development of Lesbian/Gay/Bisexual Relationships 
An important aspect of participants’ lives was the development of a long-term 
relationship with another person. Although 12 participants had been or continued 
to be in a relationship where there was an emotional involvement and/or they lived 
with their partner, 4 discussed the fact they had yet to have such a relationship.
Superordinate Category A: Forming relationships
The first superordinate category to arise from the analysis focused upon issues 
relevant to the formation of relationships. Participants’ comments concentrated on 
two particular issues (conceptual categories): (1) meeting other people and (2) 
building a relationship.
Conceptual Category 1: Meeting other people. As the following extracts 
demonstrate, participants expressed a great deal of concern about forming 
relationships. Their responses showed a great deal of hesitancy in allowing others 
to become close, and as Michael’s comment reveal, some participants expressed 
the concern that they did not know how to initiate a relationship with another 
person.
Textual examples:
I developed a great deal of aloofness which means that I do keep people at arms 
length until I’m really safe on my ground which means that can be hard work for 
the other party to break that down. (Simon, aged 27).
I’m not prepared to give people much room for manoeuvre. Either I like them or 
I don’t like them. Ifl don’t like them, I don’t really want to be around them. I 
don’t want them in my life, I don’t want to know them. I’m not prepared to 
make halfway house friendships with people ..and so, consequently, the small 
group of friends that I’ve got are people that I’m very very close to, that I have
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sort of invested a lot of emotional time in and who invest a lot of emotional 
time in myself. (Tom, aged 32).
I certainly feel...certainly feel that having had to internalise my feelings I...I 
don't know how to go about getting into a relationship. (Michael, aged 26).
Ü) Building a relationship. Combined with a hesitancy to enter into a 
relationship, some participants described how they had been unprepared for a gay 
relationship. Two particular issues emerged which had caused a great distress 
within a relationship: the first issue related to participants’ ability to share their 
lives with another woman/man; the second related to gay and bisexual men in 
particular and the sometimes ‘open’ or permissive nature of gay relationships.
Textual examples:
I’ve always had doubts, I probably always will have I think, and I...I sort of get 
angry quite easily, you know. [I] seem to have a low tolerance level. (Marcus, 
aged 31).
He was...he was...he’d just split up with another guy and I think he...I got 
caught up in the rebound really. He was just picking me up and dropping me 
down whenever he felt like it, you know, so it’s, ‘Sorry, I can’t cope with 
this’. (Nathan, aged 19).
In response to the question, ‘Could you cope with your partner having 
one-night stands with other people?’, one gay man responded:
I suppose...! suppose I would because effectively I’ve had a couple of one-night 
stands. If I’d turned around and said, ‘Bye bye, sod off ...no it’s...I don’t 
know, it’s a question of double standards or something, for all I know he could 
be sleeping around, for all he knows I could be sleeping around. It’s just that 
element of trust that we’ve put in...placed in one another. I mean...I’ve met 
quite a few of his ex-boyfriends. I mean, you know, he still keeps in contact 
with them and who am I to say who he should and shouldn't keep in contact 
with? (Suresh, aged 22).
Superordinate Category B: Being in a relationship
A number of emotional concerns were expressed by participants relating to the 
nature of their current or recent relationship. Such concerns were conceptually 
categorised as follows: (1) confusion, (2) possessiveness, (3) feeling trapped and 
(4) a fear of being hurt.
Conceptual Category 1: Confusion. Among younger participants, there 
was a great deal of confusion relating to the feelings they had towards certain 
people. This confusion was particularly related to their ability to distinguish
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between friendship and intimacy. Among older participants, especially those who 
had enjoyed a number of short- and long-term relationships, the expression of 
confusion was related much more as to whether or not they should remain in a 
relationship in which there were a number of difficulties.
Textual examples:
Ifl care about them and worry about them, that’s a friend and everything gets far 
too confusing forme. (Nathan, aged 19).
I like people a lot to start off with. Yeah, sure a lot of its lust. I think, ‘I really 
like this person’, then it’s, ‘Well, how exactly do I feel?’. Then as soon as 
they get heavy I end up hurting them basically. You know, T don't know how I 
feel, I don’t want to lead you on, I think it’s better if we split up’. But, in the 
back of my mind I’m like trying so hard to like have a successful relationship 
but it’s not...it's not happening. (Alex, aged 19).
I felt really empty inside and I also felt that, you know, if l  was in a relationship 
with someone I should feel more for them, so I thought...! thought about going 
into therapy which I did for about two years...and I’m still...still going. The 
outcome of that was that after a few weeks of therapy I decided that I didn’t want 
to be in this relationship anymore because I was in it for the wrong reasons, for 
security, and I didn’t really love him, and I thought that, you know, if someone 
else did come along then I wouldn’t hang around. (Marcus, aged 31).
Conceptual Category 2: Fear of Possessiveness. Concerns relating to 
possessiveness were also very much in evidence during the interviews. While 
some participants described the sometimes over-bearing nature of gay 
relationships they had been in, others commented that where relationships were 
‘open’, there were also regrets about not putting the relationship on a more 
permanent and stable footing.
Textual examples:
The other fear that I have is that it is something that I want so much, you know 
- a good relationship - 1 really want...I really want to love somebody and I think 
that in itself is almost dangerous. That if it happens, I’m going to be 
very...need to be very wary of completely swamping somebody. (Michael, aged 
26)
Amongst gay men there is a heck of a lot of hang-ups, an awful lot, a lot cf 
possessiveness, a lot of partners leaving because they’ve just been sort of 
clamped down upon. You can’t have friends, can’t have social lives outside cf 
the relationship. (Susan, aged 30)
He was very clear at the beginning what he was, what he wanted, what de didn’t 
want and I’m really glad he was...I don’t put any demands on him, I never 
have. I sometimes wonder now and again if I should have been more assertive 
then. I never fought for him, maybe that was wrong, but I never fought for him. 
(Matthew, aged 36).
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Conceptual Category 3: Feeling trapped. One of the concerns most 
frequently expressed by participants related to their loss of freedom within a 
relationship, and the limitations it imposed upon them in terms of meeting other 
people and attending gay clubs and venues.
Textual examples:
The compromising of my freedom, of my independence. It...it’s been a constant 
conflict. It’s probably the main conflict throughout all my relationships, that 
feeling of my wings being clipped. (Simon, aged 27).
I’m usually...I’m generally quite committed to things, but relationships I just 
feel so...quite...when I want to go out and have a bit of a laugh and do this and 
do that, pick somebody out then, you know, I feel he’s holding me back.
(Nathan, aged 19).
I met my boyfriend and we were going out steadily together, and then I split up 
with him after a year because I got frightened and then went wild in those 
months that we’d split up and just...I wanted so much - a past. I wanted, you 
know, when you hear people say, ‘Oh, I remember once going out and waking 
up in North Finchley, didn’t know where I was, it was a wild party, you 
know’. I had none of that and I really wanted to know what it was like. I wanted 
my freedom. I wanted what other people did in their teenage years and early 
twenties, you know. So, I went and got it and realised that it wasn’t nice and 
came back to my boyfriend. (Paul, aged 27).
Conceptual Category 4: Fear of being hurt. As a result of their experiences 
at school, the majority of participants commented that they found it very difficult 
to trust another person in case the relationship later ends. As the extracts (below) 
demonstrate, the fear of being hurt emotionally by another person continues to 
have an effect upon their ability to form lasting relationships or move on when a 
relationship is over.
Textual examples:
I need to feel that I really like the person and that I really understand the person 
before I’m prepared to get involved with them, which is why I’m very slow to 
make friends generally. If takes me a very long time to trust. It’s usually about 
trust and how much I do trust people. (Tom, aged 32).
I felt devastated, you know, and angry with him. After a while he did get back 
in touch and he denied that he ever hurt me or did anything wrong. But, I sort 
of...I was angry with him for a long time. I think I’ve got over it now although 
I don’t trust him. (Marcus, aged 31).
In response to the question, ‘Do you have any worries or concerns about 
relationships once they start?’, one participant responded:
I would...I’d like to think that no I wouldn’t but. I...I think I probably will.
You know, there would be concerns, yes, of... of whether.. .whether I am going to
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be in - not necessarily in control of a relationship - but, you know, once I get 
somebody whether I’m going to keep them. (Michael, aged 26).
Discussion
In the introduction to this chapter, I outlined the aims and objectives of the 
qualitative study, and identified some of the questions and issues it was hoped 
that an exploration of participants’ personal accounts would clarify further. In 
this section, I discuss the findings from the grounded theory analysis of 
participants’ interview transcripts, relating them to the results discussed in 
chapters 4 and 5. However, to begin with I have restated the aims and objectives 
of this analysis to assist in the interpretation of results.
Aims and objectives: a restatement
It may be recalled that, in Chapter 5, the path model (Figure 10, p. 323) suggested 
that a causal link existed between bullying at school and participants’ perceptions 
of themselves as lesbian, gay or bisexual, however, as I pointed out in my 
concluding remarks (pp. 358-359), the direction of causation was not inferred by 
the model. Furthermore, as my discussion in Chapter 2 of current research on the 
long-term effects of bullying has highlighted (pp. 98-106), while longitudinal data 
has suggested that there would seem to be few residual effects save a slightly 
higher susceptibility to depression and low self-esteem (Olweus, 1993b), cross- 
sectional retrospective studies have suggested a number of effects including 
relationship difficulties, poor socialisation skills as well as depression and low 
self-esteem (Gilmartin, 1987; Smith, 1991; Matsui et al., 1996). Given that, at the 
time this study was conducted, there was little qualitative data focusing upon the 
life histories of former victims of bullying at school generally, it was hoped that 
the inclusion of 16 interviews in this study would provide a number of insights 
into the way in which participants viewed such experiences and the impact they 
(the experiences) had upon their lives.
It may also be recalled that, based upon the recommendations of Fonagy et 
al (1994) and Mason-Schrock (1996), it was hoped that an exploration of 
participants’ personal accounts of bullying and its long-term effects would 
provide useful insights into the nature of coping and resilience. Although Fonagy
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et a l and Mason-Schrock cautioned against asking participants to provide entire 
narratives without focus or direction, they maintained that personal accounts are 
useful and accurate tools in research, but only if questions are guided and focused 
towards particular episodes, events or relationships. Concomitantly, while 
Mason-Schrock’s study suggested that where the issue is one of identity 
transformation (be it in terms of gender, sexuality or social status) participants 
will ‘rewrite’ their ‘true self and make sense of past events or episodes in light of 
that revision (p. 190), it has also been argued that it is unlikely that such revisions 
impact upon the accuracy of recollection.
The areas covered in the interview schedule were similar to those covered 
in the surveys reported in chapters 4 and 5 (i.e. school, adolescence, work or 
university/college and personal relationships). However, whereas the data 
collected via the questionnaires offered a great deal of information relating to 
experiences of harassment and whether or not participants met the criteria for a 
range of affective disorders, as noted above, they did not demonstrate how such 
experiences had affected the personal development of the individual, and how 
they had continued to affect him/her in adulthood. Furthermore, since this project 
focused upon homonegativism as a subset of bullying behaviour, a number of 
related issues also required consideration. First of all, the fact that participants in 
this study were lesbian, gay or bisexual meant that they had faced a number of 
personal challenges in addition to those of bullied in school. Like the majority of 
lesbian, gay and bisexual adolescents and young adults they will have had to face 
up to the challenge of coming to terms with their own sexual orientation - perhaps 
without family or social support - and, they will have experienced many of the 
emotions associated with this critical period in development: fear, shame, guilt, 
anger and self-loathing (Buhrich and Loke, 1988; Gonsiorek, 1988; Slater, 1988; 
Studio, 1994). Some may have gone through a process of denial and may have had 
a number of unhappy or unfulfilling relationships with members of the opposite 
sex before accepting (both privately and openly) their same-sex orientation 
(Martin, 1982). Some may have sought the advice or support of doctors, teachers 
or, in some cases, priests and, dependent upon the advice given, this may have
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advanced or inhibited the process of self-identification as a lesbian, gay man or 
bisexual man or woman.
At an inter-personal level, participants may have gone through a process 
of disclosure or ‘coming out’ with family, friends and colleagues at work. Once 
again, this was likely to have involved several emotional upheavals which may not 
have been resolved for a number of years and, in some instances, not at all 
(Borhek, 1988; Cramer and Roach, 1988; Kohn, 1991). Finally, the process of 
forming and maintaining lasting intimate relationships may have presented a 
number of challenges for the individual in terms of openly identifying as lesbian, 
gay or bisexual. In particular issues such as societal intolerance of homosexual 
relationships, family accord/discord and the lack of clarification surrounding the 
legal status of same-sex partnerships may have had a significant effect upon 
feelings of self-acceptance and self-worth (Burbidge and Walters, 1981; Cramer 
and Roach, 1988).
About school: experiences, recollections and interpretations 
Based upon the analysis of the transcripts, there were two common elements to 
participants’ recollections of bullying at school. First of all, their comments 
suggested that they had been sensitised to others’ attitudes towards 
homosexuality/bisexuality from a very early age, and they had been particularly 
sensitised to the negativity of popular stereotypes of lesbians and gay men at the 
time. For example, some said that very little had been done to tackle homonegative 
language or abuse when they were at school especially when it involved a teacher, 
or a group of pupils, and part of the problem seems to have been the fact that 
names such as ‘poof, ‘gay’, ‘lessie’ and ‘dyke’ were not considered to be as 
serious as racially abusive terms. Yet, in Kelly’s (1988) study of racism in 
Manchester schools, it will be recalled that of the 2,706 potential responses 
received from pupils relating to names that made them ‘angry or miserable’, only 
154 were racially abusive: the greatest number of responses - 440 - were names 
that were ‘anal or sexual’ in origin.
Chapter 6: Analysis and Discussion o f  Interview Transcripts 410
As I have already discussed in both chapters 4 and 5, part of the reason 
why homonegative names have been ignored or perceived as being less threatening 
relates to the fact that such language has been used both in male banter, and in 
attempts by some teachers to motivate pupils - a commonly cited example is one 
of a PE teacher who describes a class of boys as ‘sissies’ (or some other gender 
atypical term) because they are not performing as well as they should. While it is 
not the intention of this thesis to pathologise teachers, as Griffin (1995) pointed 
out (p. 255), several sociological researchers have commented upon the gender 
reinforcement apparent within the sporting arena (see, for example, Kessler, 
Ashenden, Connell and Dowsett, 1985; Lenskyj, 1986; Connell, 1989; Curry, 
1991; Mac an Ghaill, 1994). Furthermore, as Paul recalled earlier in this chapter, in 
terms of stereotyping, bullying sometimes took the form of mimicry with the 
perpetrator ‘acting out’ the behaviours popularly associated with gay characters 
from the world of television:
He [the teacher] repeated it but did a kind of John Inman act. I just used...I just 
had to stand there and keep repeating it [the time] while he did ‘puffy’ 
interpretations and the class fell about. (Paul, aged 27).
Many of the comments made by participants when they recalled their 
experiences of school were reminiscent of both Allport’s (1954) and Gallup’s 
(1995) stereotyping hypotheses (see Chapter 1, p. 65). As the results from the 
first survey have shown (see Table 6, p. 222), participants were, for the most 
part, called names that related specifically to their sexual orientation, particularly 
among men, and such names tended to focus upon perceived homosexual practices 
(e.g. ‘Arse Licker’), gender atypicality (e.g. ‘Sissy/Sissy-boy’), and presumptions 
of illness/abnormality (e.g. ‘AIDS Victim’). It may be recalled that Gallup (see 
also Gallup and Suarez, 1983) argued that homonegativism arose from a general 
belief in Western cultures that gay men are sexually coercive, and are more likely 
to abuse children or lead them into homosexuality. This view was supported by 
Mac an Ghaill (1994) who found that the young men in his study believed that 
being in close proximity to a gay man would not only have an effect upon their 
own sexuality, but might also have a more sexually invasive connotation.
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Similarly, male participants’ comments relating to the way in they were 
ridiculed by teachers (see above) were reminiscent of Mac an Ghaill’s (1994) 
suggestion that schools are masculinising agents, that require boys and young men 
to earn their masculinity through a process of conformity. As Mac an Ghaill 
argued, where such conformity is not in evidence, those who are perceived to be 
different are ridiculed and provided with an alternative status within the group. 
This is, again, very similar to Goffman’s (1968) theory relating to the existence of 
a subliminal ‘ideal’ within society where all must accentuate or seek to attain it or 
face ridicule and criticism.
According to Rothblum (1990) the absence of positive role models, 
particularly for young lesbians, has resulted in many young people feeling isolated 
and helpless. She has argued that this, in turn, has the effect of reducing the 
likelihood of them taking positive steps towards coming out, and in seeking help 
or advice from gay support groups and organisations, thus isolating them further. 
This point of view is very closely allied to Frable et a/.’s (1998) study (see 
Chapter 2, pp. 85-87) wherein it was suggested that those with concealable 
stigmas (e.g. being lesbian or gay) were likely to lack both support and expert 
knowledge of similar others which ultimately reinforced culturally avowed 
negative appraisals of themselves and their stigma, driving them further into 
isolation.
An additional concern for most participants who were interviewed was the 
effect their ‘coming out’ would have upon family members, and in particular their 
parents and siblings. As Paul recalled earlier, ‘Even my brothers and sisters were 
ashamed because I was such a puff [sicf (p. 375). Alternatively, as Suresh 
pointed out, his cultural and religious background (Indian Hindu) meant that his 
parents had marital expectations of him which he felt he could not fulfil because of 
his sexual orientation. Indeed, Bettencourt’s (1995) account of ‘coming out’ in a 
small town in the US was illustrative of the pressures young people and their 
families can face when the local community learns that someone in their midst is 
lesbian, gay or bisexual (see Chapter 2 p. 121).
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At a personal level, the fear of being discovered led to participants going 
through periods of denial in which they tried to disguise any behavioural traits or 
mannerisms they felt would alert peers to them. Indeed, it will be recalled that 
building upon Frable etaV s  (1998) findings, one of the objectives of the study of 
psycho-social correlates and long-term effects was to consider the relationship 
between the degree to which participants were ‘visible’ within their communities, 
and its impact upon self-acceptance, affective state and susceptibility to PTSD. 
As the results from that study indicated, those who were less visible (i.e. had not 
disclosed their sexual orientation to another) were significantly more 
uncomfortable with being lesbian, gay or bisexual personally, and were less willing 
to disclose to another person than those who had already disclosed (see p. 301).
Furthermore, as the transcripts illustrated despite their efforts to remain 
hidden, it may be argued that peers continued to bully participants because their 
perceived sexuality had become a matter of public knowledge or debate within the 
school environment. As various participants recalled, peer hostility produced a 
wealth of emotional reactions which included anger, fear, a feeling of helplessness 
and of vulnerability, and a deep sense of humiliation. Feelings of anger were 
directed particularly at the school, and the fact that bullying had taken place in the 
classroom, in some cases in front of the teacher who did little to intervene. 
Interestingly, it may be recalled that, in Chapter 5, those participants who had 
disclosed their sexual orientation at or before the age of 16 years reported being 
bullied more severely than those who ‘came ouf later, and were also found to be 
slightly more inclined toward hostility (although the difference in mean scores was 
not significant atp  = .05). One possible explanation for this trend related back to 
my earlier comments (see pp. 335-336) on the impact the degree of openness had 
upon participants’ experiences of bullying both at school and in adulthood. As I 
argued previously (see Chapter 4, p. 252), it seemed likely that a participant’s 
decision to disclose her/his sexual orientation at school would render them more 
susceptible to peer condemnation, and, perhaps, would have alienated those who 
potentially may have supported them when they were being bullied. As a result of 
both their decision to be ‘open’ and the subsequent isolation they may have 
encountered, it would seem probable that a degree of belligerence or, indeed.
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reciprocal aggression was necessary in order for them to be able to continue to go 
to school.
I have also argued previously (p. 347) that being open about one’s sexual 
orientation from a relatively early age may suggest a certain resilience or, perhaps, 
an internal locus of control (i.e. they saw negative live events as personal 
challenges; cf. King et al, 1998), however the fact that it manifested itself as 
‘hostility’ suggested that participants’ views of the world may have been ones in 
which they perceived themselves as embattled or unable to trust others. (Indeed, 
those who ‘came out’ at or before the age of 16 years were twice as likely to 
report self-harming behaviour or suicidal ideation than those who ‘came out’ 
later).
In addition, while very little continues to be known about the rate of 
bullying perpetrated by teachers who appraise homosexuality negatively, or, 
indeed, the level of support lesbian, gay and bisexual pupils receive from members 
of staff at school, as mentioned above, anecdotal evidence has suggested that some 
teachers may have actively colluded with pupils in victimising or harassing 
another pupil who was perceived to be lesbian, gay or bisexual. However, when 
this study began quantitative and qualitative data had yet to be collected from a 
British sample determining whether or not there was evidence to support this 
assertion.
In the survey of bullying at school (see Chapter 4), very few participants 
recalled having told a teacher about being bullied (p. 225). While it was found that 
significantly more lesbian and bisexual women said that they had felt able to tell a 
teacher when compared to gay, bisexual and transgendered men, only a small 
minority disclosed the reason for their bullying (16%). In addition, when one 
considers the data gathered from other, more contemporary studies of school 
bullying (e.g. Whitney and Smith, 1993), the data imply that where bullying is 
related to an individual’s sexual orientation, fewer participants may be willing to 
tell a teacher - a view supported by Pilkington and D’Augelli (1995). Given that 
just over one quarter of all participants in the survey of bullying at school said
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that they believed they had been bullied by a teacher because of their actual or 
perceived sexual orientation, I have argued that approaching a member of staff for 
help may have been seen as an unquantifiable risk - especially in schools where 
sex or religious education presented homosexuality as sinful or aberrant, or where 
teachers may not have actively been seen to sanction homonegative language or 
abuse:
All who accept the authority of the Bible acknowledge homosexuality to be not only 
a deviant form of behaviour but utterly depraved... While we are opposed to all types 
ofbullying, it must be considered ironic that it is the gays who are attempting to 
bully the respectable people of this country into subjecting their children to 
instruction on sodomy.
(Letter to the Editor of the Belfast Telegraph, June 1996, from three school 
principals: quoted in Rivers, 1997b, p. 45)
For some participants, anger was also internalised, and this seems to have 
been linked to self-criticism, particularly with respect to not standing up to the 
perpetrator(s). Indeed, as I noted above, such feelings offer an explanation for 
higher scores for the MAACL subscale ‘hostility’ for those who ‘came out’ at or 
before the age of 16 years when compared to those who ‘came out’ later. It 
suggested that their anger was related to the way in which they perceived they 
were treated at school, and was not so much related to their current affective state.
Fear was intrinsically linked to vulnerability for the majority of those who 
were interviewed. A sense of not being in control, of not being able to fight back, 
and of being worthless were described by participants to illustrate the 
psychological effect they believed bullying had upon them:
I can identify the emotions that I was feeling at the time... it was a real feeling cf 
absolute panic...that things would suddenly get out of hand somehow. (Tom, 
aged 32).
I blame myself that it [bullying] went on so long because I didn’t do anything 
to fight back. (Susan, aged 30).
I don’t think anyone who isn’t gay can ever understand the complete 100% 
humiliation you feel because all you know is yourself. (Paul, aged 27).
Yet, despite their anger and regret at not fighting back, in terms of 
temperament, few participants described themselves as either assertive or 
aggressive. Indeed, as Askew and Ross (1988) have pointed out, those who do not
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conform to the popular gender stereotypes stand out from the crowd, and, as a 
result, may be ridiculed or ostracised because of it:
You have to be carefiil about what you let out about yourself. You get picked on 
for anything around here. You’ve got to be careful not to let the other kids think 
you’re soft (p. 16).
Based upon the analysis of the transcripts alone, it may be argued that one 
of the weaknesses in this thesis would seem to have been the absence of measures 
of temperament which may have shed further light upon the types of men and 
women who were victimised at school. However, as I argued in Chapter 3 (pp. 
167-170), the inclusion of measures of temperament were originally thought to be 
problematic for a number of reasons. First of all, as I outlined in Chapter 1 (pp. 
18-21), a number of researchers (Bjôrkqvist et al, 1982; Lagerspetz et al, 1982; 
Perry et al, 1988; Farrington, 1993; Boulton and Smith, 1994; Olweus 1994) had 
suggested that there were particular personality/individual characteristics which 
applied to victims of bullying behaviour: being anxious, insecure cautious, 
sensitive and quiet. However, while such characterisations, which related 
primarily to boys, suggested that victims naturally tended to be shy or 
withdrawn, it was just as feasible that such behaviour or demeanour (which was 
assessed post hoc and not apriori) was the result of negative experiences at 
school.
Secondly, and as mentioned previously in Chapter 1 (pp. 18-21), in his 
study of the antecedents and long-term outcomes of bullying, Olweus (1993b) 
noted that the timidity he found among victims was, in part, associated with their 
mothers’ desire to be overly protective. However, as he later conceded, it was 
impossible to determine whether the protective behaviour displayed by victims’ 
mothers was a cause rather than an effect of school bullying (i.e. were the children 
protected by their mothers because they were being bullied at school?). 
Concomitantly, according to Olweus (1994), once they had left school, those 
former victims of bullying who were followed-up at age 23 had in fact 
‘normalized’ in adulthood (p. 1179), and did not demonstrate many of the 
features previously associated with victim status. Thus, in light of Olweus’
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a gay or bisexual man and his mother was, to all intents and purposes, a reaction 
to the loss of closeness with his father (Bene, 1965; Isay, 1987; Boxer and Cohler, 
1989).
Additionally, given that similar patterns of familial relationships were 
reported by Olweus (1993b) among victims ofbullying, it would be impossible to 
differentiate between those potential personality traits associated with bullying 
behaviour, and those that were associated with the sexual orientation and/or 
family background of participants. To this end, it seemed likely that the inclusion 
of measures associated with personality or the individual characteristics of victims 
of homonegative bullying would have confounded the data, and would not have 
provided any useful insights into why a young person was bullied - especially 
since the criteria for inclusion in the study had already been determined (i.e. that 
they had been bullied at school because of the actual or perceived sexual 
orientation).
Adolescence: experiences, recollections and interpretations 
In Chapter 5 it was suggested that participants who were open about their sexual 
orientation from a relatively early age were less likely to receive support from 
others, and were potentially more prone to self-harming behaviour and suicidal 
ideation. It was also suggested that those participants who reported receiving little 
or no support from peers, family members or teachers when they were at school 
were also more likely to be negatively affected by their experiences of bullying. 
Furthermore, as Hartup and Stevens (1997) suggested, where participants were 
bereft of social support mechanisms in the form of friendships during the early 
part of their development, it was hypothesised that they were more likely to 
suffer from low self-esteem, and were less likely than their more popular peers to 
be able to cope with various life time upheavals.
However, by way of contrast, Parker and Asher (1987) argued that those 
young people who were unable to function effectively at school as a result of their 
social rejection may have been able to function more effectively in alternative 
environments where they were valued and accepted by others who were not their
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class mates. Consequently, they proposed that those children who were popular 
outside school (with family members or an alternative group of peers) were 
unlikely to exhibit many of the long-term sequelae of peer rejection.
As the results in Chapter 5 (pp. 306-308) illustrated, in terms of negative 
affect, internalised homonegativity and PTSD, participants who spent much of 
their free time either alone or with one friend were not found to differ significantly 
from those who spent their free time with a small group of friends or many 
friends. It may be recalled that Hartup (1996) suggested that the number of friends 
an individual had was immaterial in determining the level of functional support 
(s)he received. Rather it was the quality of the individual’s relationship with 
another that had a differential effect upon the efficacy of that support. 
Consequently, participants’ recollections of friendships and social support were 
explored during the interviews, in the hope that the discussion would highlight 
some of the points raised in the preceding chapter.
As can be seen in Figure 12 (p. 382), there were two essential elements 
relating to the adolescence of participants: social development and sexual 
development. Coupled with the daily exclusion by peers from recreational 
activities, participants recalled their adolescent years as a period in which they felt 
that they had missed out on the ‘wild parties’ and ‘sexual decathlons’ in which so 
many of their peers seemed to have engaged (p. 383). Concomitant with Hamner’s 
(1992) observation relating to access of material resources for those who do not 
constitute members of the ‘in-group’ (see Chapter 1, p. 44), participants also 
perceived that they had been barred from gaining access to the social (i.e. 
friendship) and sexual (i.e. dating) resources (i.e. skills base) usually associated 
with adolescence, which perhaps left them unprepared for the adulthood. 
Furthermore, as Parker and Asher (1987) suggested, for some participants, 
friendships did not revolve around school and were formed and maintained outside 
the school with other young people who lived close by. As one participant 
recalled:
I lived for the weekends basically when I could do all the things I enjoyed
doing. (Tom, aged 32).
Chapter 6: Analysis and Discussion o f  Interview Transcripts 419
Linked with a desire to be included, was a desire to be accepted and to be 
‘open’ about oneself. Even at university, some participants said that they were 
guarded about who they ‘came out’ to - a finding reminiscent of the various 
studies conducted in the US (see D’Augelli, 1989a, 1992; D’Augelli and Rose, 
1990; Herek, 1990; Berrill, 1992; Evans and D’Augelli, 1996). Those who were 
not open from an early age (16 years or under), recalled their fear at being ‘found 
out’. While one young man felt that Society was generally becoming more tolerant, 
as Suresh pointed out, the tolerance expressed by ‘Society’ generally, did not 
transfer cross-culturally:
I’ve also had...a relative, he was married and then it was found out that he was
gay, and he basically got ostracised, you known, ‘we [the family] do not want
to know you at all’. I suppose that’ll always be in the back of my mind.
(Suresh, aged 22).
Once again, the comments made by Suresh reinforce Frable et alCs (1998) 
point about the lack of social support those who are forced to remain hidden face. 
The prospect of losing one’s family, or indeed cultural identity is particularly 
pertinent for those who have been brought up in a tradition where a great deal of 
emphasis is placed upon kinship as a foundation for society (Khan, 1994).
Although this study had not concerned itself particularly with the ‘sexual’ 
aspects of being lesbian, gay or bisexual, they were, of course, important features 
in the social development of participants. From the outset it was clear that, for 
some participants, relationships featured significantly in their life stories, and the 
interviews presented an opportunity to explore in greater detail early sexual 
experiences and their importance in the formation of lesbian, gay and bisexual 
identities.
While some participants indicated that their first sexual experiences with 
members of the same-sex had held a particular significance, others said that it had 
‘scrambled everything’ - particularly when they had been an unwilling participant 
(see p. 386). For those whose first experience of sex with another man or woman 
had been voluntary, adjectives such as ‘closeness’, ‘pleasure’ and ‘loving’ were
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used to describe them. Indeed, the use of such descriptors offered an insight into 
the nature of the significance of these early sexual interactions. For some, although 
clearly not all, their first sexual experience involved not only being ‘open’ with 
another person, it also involved a degree of trust and, of course, affection - three 
things that were likely to have been lacking previously in the social lives of many 
who had been bullied at school. Having said that, it was also apparent from their 
responses, that following their first sexual interaction, some participants 
experienced feelings of guilt and shame with which they found difficult to cope:
I think I was frightened about what Fd done. (Alex, aged 19).
At first some reported trying to conceal the fact that they had been in a 
sexual interaction with a member of the same-sex. Indeed, one participant 
described how he, ‘let myself go while we were having sex’, but ‘as soon as it was 
all over I didn’t want to be in his company’ (p. 388). Such confusion may be 
understood when one considers that most participants had been brought up to 
think of homosexual sex as something that was and, to a certain degree still is, 
considered inherently wrong or ‘evil’, as the three school principals from Northern 
Ireland iterated (see p. 414).
In the presence of cultural and societal condemnation and, indeed, self- 
criticism, it was surprising to find that participants regarded the process of 
recognising their homosexuality/bisexuality as being less traumatic than they had 
expected. For the three lesbian or bisexual women who were interviewed, the 
decision to ‘come out’ had been taken relatively early when they were still at 
school. For the remaining twelve gay or bisexual men, although experiences had 
varied considerably, the process of accepting oneself was generally a positive 
experience:
It didn’t turn out to have any dire consequences, There was no fire and
brimstone. (Mark, aged 22).
In an earlier article (Rivers, 1997a), I have argued that one of the reasons 
why it may be easier for young women to ‘come out’ relates to the fact that 
lesbians and bisexual women are not so visible within society as gay or bisexual
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men, and while this has also resulted in the over-representation of services 
provided for gay and bisexual men generally (see Bridget, 1995), it is also fair to 
say that social convention has allowed two women to live together much more 
easily than it has two men. The social dichotomy apparent within our society can 
be seen most readily in the expectations we place upon peer relationships among 
boys and girls. For example, Lever (1978) has argued that boys are expected to 
have more diverse and less intimate friendship networks, whereas girls are 
expected to have much closer contact with a smaller circle of peers. Thus, it has 
been argued that Society perceives intimacy between two boys as being 
‘abnormal’ and that, as a result, such behaviour can attract both comment and 
criticism from others because of its perceived impropriety. However, girls are 
allowed to, ‘walk down the street hand in hand and embrace with other girls 
without causing undue concern or criticism from observers’ (Rivers, 1997a, p. 
334). In essence, as Rothblum (1990) pointed out above (see p. 412), the absence 
of positive role models for lesbian and bisexual women is as much the result of a 
historical anomaly which does not recognise the sexual nature of relationships 
between women, as it is the result of any deliberate attempt by others to alienate 
lesbians and bisexual women or otherwise denigrate their status.
Adulthood: work or university/college
It was interesting to find that those participants who were interviewed indicated 
that they believed that they had a vocation which involved working with children 
and/or those less fortunate than themselves. Such a vocation seemed to be driven 
by various factors including a need to feel useful, a need to help others, and a 
belief in the importance of communication. Despite their experiences of school, no 
one indicated that they were necessarily isolated or unable to interact with others 
as adults. This may have been a consequence of their recognition of the 
importance communication plays in not only developing social relationships, but 
also in being able to help others:
It’s always satisfying... when a young person comes in and says, ‘look, I’ve 
been sleeping in the park and I really need somewhere warm and safe, you know.
Can you help me out?’ And...because I haven’t got any formal 
qualifications...all I can do is sit down and befriend them and send them on 
somewhere else. It doesn’t sound much good but... it is satisfying when that 
happens. (Nathan, aged 19).
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In addition to wanting to help others, the careers participants chose were 
also related to their expressed desire for self-fulfilment, particularly in terms of 
gainingpersonal rewards and in addressing unresolved issues. To a certain extent it 
could be argued that participants used their jobs or voluntary work not only as a 
medium through which they could regain, maintain and enhance their self-esteem, 
but also as a form of se lf  therapy. Indeed, as the extracts on page 392 show, a 
sense of achievement was a very important feature of a job:
I think I’d enjoy it [teaching] most of all and I see the satisfaction teachers get 
out of teaching people and that’s something I’d like to be able to do. (Liam, 
aged 16).
The textual examples (particularly those on page 393) provide an overview 
of the issues participants felt they had addressed through their work. While Tom 
worked in a clinic specialising in HIV/AIDS which, as he says, ‘helped...my view 
of things really’; Paul was involved in an educational project which helped young 
people see the world in a different light - appreciating cultural variations and 
human diversity. By way of contrast, James had used his job as a means to bolster 
self-esteem, he linked his success in the workplace to his success as a person: T 
can see no reason why I would otherwise be spending 60 and 70 hours a week 
working’. Although their comments suggested that had generally reached a point in 
their lives where they felt they had achieved something they considered 
worthwhile, it seemed that their success as a man or a woman, partner or lover 
was intrinsically linked to their success in the world of work.
It may be recalled that, in the exploratory factor analysis quoted in 
Chapter 5 (pp. 279-286), the items ‘total number of academic qualifications’, 
‘possessiveness’, ‘employment status’ and ‘attempted self-harm/suicide as a 
result of bullying at school’ were found to load onto one particular factor (Factor 
1) and, in the subsequent discussion, comparison was made with the hypotheses 
proffered by King et al (1998) relating to resilience and recovery among Vietnam 
war veterans. In King et aVs (1998) study, one of the factors the researchers 
associated with resilience was ‘personal hardiness’ which they suggested was 
made up of three primary components: (i) the sense of having control over one’s
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life; (ii) a sense of commitment and meaning underpinning one’s existence; and (iii) 
an ability to view life changes as challenges.
In the study of psycho-social correlates and long-term effects, it was 
conjectured that an individual who reported having attempted to self-harm or take 
her/his own life as a result of bullying (and had survived) would embark upon one 
of two developmental trajectories: (i) (s)he would continue to perceive her/his 
world negatively and would continue to engage in self-destructive behaviours; or 
(ii) (s)he would resolve not to continue to follow a self-destructive path, and 
would channel her/his energies into an alternative and, perhaps, positive outcome 
(e.g. educational achievement). Thus, it was argued that not only had those who 
engaged in self-destructive behaviours decided to focus upon academic pursuits 
which, in turn, facilitated them in terms of career choice, it also suggested that 
their unwillingness to continue in the ‘victim’ role meant that they were 
potentially much more positive in their attitude towards life, and, particularly, in 
the pursuit of meaningful relationships (hence the negative loading for 
‘possessiveness’). Furthermore, concomitant with my argument in Chapter 5 (pp. 
326-327) relating to academic pursuits, being focused towards a particular career 
path may have provided participants with a sense of commitment and meaning in 
terms of givingthem a goal or objective to strive towards (cf. King etal).
An additional clue to understanding the connection between perceptions of 
self as a successful individual and success at work may be found in some of the 
comments addressing participants aspirations. One of the most striking features to 
emerge from the interviews was a determination to overcome inhibition and lack of 
confidence, putting experiences of childhood and adolescence in the past:
All throughout my school life...I was told and my parents were told I wasn’t 
committed enough, I wasn’t consistent enough... I think I’m not too dim. I’m 
not a great academic, but I’ve got an ability to learn things and study things 
(Tom, aged 32).
Such comments were not only supportive of Olweus’ (1993b) conclusion 
that former victims of bullying behaviour ‘normalised’ in adulthood, and did not 
exhibit symptoms associated with social anxiety or introversion, they also
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suggested that participants were, perhaps, demonstrating a resilience similar to 
that found by King et al (1998) in their study of long-term effects of combat 
trauma (i.e. they saw negative live events as personal challenges).
The fact that participants had taken positive steps to overcome their 
inhibition and had become more assertive meant that, perhaps, for the first time, 
within work, university or college, they were able to stand up to those who 
attempted to discriminate against or otherwise denigrate them. It is interesting to 
note that some commented on the fact that they had accepted their own sexual 
orientation and no longer expressed anguish or hurt at being called Tesbian’ or 
'gay':
I would be far more upset being called a racist than I am now being called a 
lesbian. That doesn’t bother me at all, and I’m likely to turn and say, ‘Yes, 
well you’ve got that one right’. (Susan, aged 30).
Indeed, such comments indicated that, for those participants who were 
interviewed, their self-image was very positive, and this would suggest that the 
causal connection between bullying at school and perceptions of self as lesbian, 
gay or bisexual (see Chapter 5, p. 358) may not necessarily be a negative one for 
all.
The interviews demonstrated that work or university/college could be a 
much more positive experience for lesbians, gay men and bisexual men and women 
than previously reported in research literature (see Pilkington and D’Augelli, 
1995; Evans and D’Augelli, 1996; Rivers, 1997b). However, it is also worth 
rememberingthat 55% of participants in the study of psychosocial correlates and 
long-term effects also recalled being bullied either at work or at university/college, 
suggesting that there remains a great deal of hostility in the adult world to those 
who are or are perceived to be ‘different’. For the 16 participants who agreed to 
be interviewed, many of their positive experiences at work or university/college 
were the result of a combination of factors: at one level it was a result of their 
determination not to be victimised again, or to let others attempt to victimise 
them, and this assisted them in overcoming inhibition. At another level, their
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comments relating to their working environments suggested that they had sought 
out gay friendly employers or had remained ‘closeted’ until they were sure of 
their colleagues/peers attitudes towards homosexuality. This would suggest that 
success as a lesbian, gay or bisexual adult may be as much about caution and good 
judgement, as it is about personal strength and determination.
Adulthood: personal relationships
In the first part of this section of the interview, participants were asked to 
describe their ‘coming out’ experiences, and their recollections of the emotions 
they went through as they prepared to disclose their sexual orientation to another. 
As can be seen from the textual examples shown on pages 399-400, ‘coming out’ 
was described as a slow experience which was preceded by a period of intense 
sadness or depression. This was found to be particularly the case among older gay 
and bisexual men who, perhaps, had been accustomed to hiding their sexual 
orientation from others. It was also apparent that, for some participants, ‘coming 
out’ was as much to do with emotional stability as it was about being ‘open’ with 
others, and that, although the process itself was not cathartic as some researchers 
have suggested (e.g. Maylon, 1982), it began a process of healing:
Over the past year and a half, I’ve begun to find a lot of stability in my 
personality and I’ve begun to be an awful lot more confident and happy about 
myself. I feel this in myself and other people have said that they’ve noticed a 
change. (Mark, aged 22).
However, being ‘out’ did not necessarily invalidate feelings of insecurity 
and unease in public, and this seems to have been related to participants’ 
awareness of the attitudes of those around them:
Sometimes, I worry...I know that... say if he [boyfriend] does something in 
public with straight people that’s particularly camp a part of me cringes, and I 
hate cringing because that’s the internal homophobia. (Paul, aged 27).
Such feelings would support the findings of Pilkington and D’Augelli 
(1995) who reported that, even among the ‘out’ participants in their study, few 
had told those with whom they worked that they were lesbian, gay or bisexual 
because they feared losing their jobs. Furthermore, as the results illustrated in 
Chapter 5 indicated, the potential for being bullied in adulthood was significant
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among participants with 55% reporting having experienced bullying at some point 
since leaving school.
While it was clear that participants had received very little external 
support when they were at school, the importance they attached to support from 
family members and peers was reinforced by their comments about ‘coming out’. 
For the majority of those interviewed, their families had been very supportive: no 
one had been forced to leave their home, or ceased to have contact with parents 
and siblings. Concomitantly, for those who were interviewed, peers were found to 
be generally accepting of participants’ sexual orientation, although a few recalled 
losing one or two friends. Significantly, the gay community played a pivotal role 
in offering both advice and counselling to those participants who found it very 
difficult to tell their families first of all as the following extract demonstrated:
I started ringing the gay switchboard. I mean they must be credited there, they 
were fantastic. (Matthew, aged 36).
Such comments reinforce the points made by both Rothblum (1990) and 
Bridget (1995) earlier relating to the importance of providing counselling and 
support services for young people going through the process of ‘coming out’. In 
addition, as I have argued previously, they were also supportive of the findings 
from both King et a/.’s (1998) study among Vietnam war veterans, and Frable et 
tif/.’s (1998) study of concealable stigmas, both of which suggested that social 
support by family members and similar others not only reduces feelings of 
isolation and negative self-perceptions, but promotes both resilience and recovery 
following trauma.
It will also be recalled that Rothblum (1990) argued that it was important 
for young people to have strong role models with whom they could identify (see 
page 412), and this was a point participants also raised when describing their 
‘coming out’ experiences:
I listened to a radio programme. It was [Sir] Ian McKellen talking about how he 
came out to his family, and he came out to his sort of 92 year old maiden aunt 
and she said sort of, ‘what are you worrying about?’ and that... sort of then made 
me certain that I was doing the right thing [by coming out]. (Marcus, aged 31).
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As the above quotation illustrates, contrary to early representations of 
lesbians and gay men by the media who were portrayed as either figures of 
comedy or tragedy, there was a general feeling that, more recently, there have been 
substantially more positive images demonstrating that a person can be lesbian, gay 
or bisexual and successful.
The final section of the interview focused upon the development of 
lesbian, gay and bisexual relationships, and offered a qualitative view of some of 
the issues raised by the study reported in Chapter 5. In Chapter 2 it was noted 
that a number of clinical studies had found an association between experiences of 
sexual of physical violence and childhood, poor self-image in adulthood, and 
difficulties in forming and maintaining lasting intimate relationships (Herman and 
Hirschman, 1981; Cahill e ta l,  1991).
According to Cahill et al. (1991), within relationships, adult survivors of 
child sexual abuse have reported experiencing a number of problems in terms of 
communicating their concerns, fears and insecurities to their spouses/partners. 
Such problems included the inability to ‘trust and to love, anxiety surrounding 
emotional and/or physical intimacy, fear of being abused, rejected, betrayed or 
abandoned, and feeling undeserving, misunderstood and overly dependent in 
relationships’ (p. 122). Concomitant with problems in forming and maintaining 
relationships, Cahill et a l also noted that some researchers have reported 
participants’ experiencing difficulties in terms of defining their sexual orientation 
.(see Meiselman, 1978; Browne and Finkelhor, 1986). In particular, Meiselman 
noted in her study of 23 former victims of father-daughter incest that 7 had 
experienced lesbian relationships, or had commented upon the confusion they had 
experienced in terms of coming to a decision about their own sexual identity.
By way of comparison, Gilmartin(1987) also attempted to establish links 
between difficulties in forming romantic attachments in adulthood and experiences 
of victimisation in childhood. In his study, it may be recalled that he compared 
two groups of heterosexual men whom he described as Tove-shy’ (unable to form
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a lasting intimate relationship with a member of the opposite sex) to a sample of 
young men whom he described as being ‘socially successful with women and who 
engage in a great deal of informal heterosexual interaction including dating, 
partying, and lovemaking’ (p. 475). He argued that so-called ‘love-shyness’ in 
men was the result of an inborn temperament factor (see, for example, Eysenck, 
1976), and that those with an ‘inhibition gene’ were more likely to experience 
chronic bullying at school and had learnt to associate feelings of ‘painful, 
anticipatory anxiety with the thought of informal, sociable interaction with male 
peers’ (p. 471). Based upon this presumption, Gilmartin argued that both samples 
of ‘love-shy’ men would compare less favourably than ‘non love-shys’ on various 
measures including the number of friends they reported, their participation and 
enjoyment of contact sports, and the number of intimate relationships they had 
enjoyed. His results showed that not only had ‘love-shys’ experienced a great deal 
of victimisation at school than ‘non love shy s’, but that they had disliked contact 
sports and ‘rough and tumble’ play, and scored low on the Eysenck Personality 
Questionnaire (EPQ) scale for extroversion. Additionally, in terms of friendship, 
nearly three quarters of the older ‘love-shy’ group (aged 35-50 years) reported 
never having had a friend as compared to just over half of the younger ‘love-shy’ 
group (19-24 years). Related to this finding, while 57% of the ‘non love-shys’ 
recalling having three or more close friends as children, no one from the older 
‘love-shy’ group and only 11% from the younger ‘love-shy’ reported similarly. In 
terms of sexual relationships, neither of the two ‘love-shy’ groups reported having 
had a meaningful relationship with a member of the opposite sex.
In Chapter 5 (p. 313), the result from the study of the psycho-social 
correlates and long-term effects suggested that those with ‘high’ scores on the 
severity of bullying at school index had experienced, more same-sex relationships 
of a shorter duration, more casual same-sex partners than those with ‘low’ scores. 
Subsequent analyses of covariance indicated that there were no significant 
differences between the groups on all these items. While these results reinforced 
my early observations about sexual recklessness as a result of victimisation or 
abuse in childhood (see p. 328), the fact that the differences between the groups’ 
scores for ‘high’ and ‘low’ severity of bullying ceased to be significant following
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ANCOVA implies that, similar to Wyatt et alCs (1992) findings, sexual 
recklessness may be closely allied to re-victimisation in adulthood rather than 
victimisation solely in childhood or adolescence. As I pointed out, if this were 
indeed the case, it suggested that, in line with King et aVs (1998) hypothesis, 
stressful life events occurring post-trauma compounded the effect of the traumatic 
experience and while the individual may have adjusted successfully following 
school, (s)he may have remained sensitised to respond to any additional life 
stressors in a dysfunctional way.
However, as the data in Table 21 (p. 292) illustrated, when comparison 
was made between those who had been bullied solely at school and those who had 
also been bullied at work, the former group reported significantly more same-sex 
casual partners than the latter, suggesting the revictimisation may not necessarily 
be a correlate of sexual recklessness for lesbians, gay men and bisexual men and 
women. Indeed, as I pointed out one of the difficulties in estimating normative 
sexual behaviour among lesbian and gay populations is that, in the past, much of 
their socialisation as young adults has taken place in venues involving alcohol, 
drugs and sexual promiscuity. Furthermore, as the Danish sociologist Bech (1997) 
argued, promiscuity has been much more of a feature within the gay male 
socialisation experience than that of the lesbian. Consequently, any antinormative 
conclusions drawn from higher rates of sexual activity among certain groups of gay 
men may have been misleading. As a result, I argued that it is not how many sexual 
partners an individual reports, but, perhaps, how few  that will be instructive in 
determining the impact of bullying upon sexual behaviour and the development of 
intimate relationships.
The results in Chapter 5 and participants’ earlier comments relating to the 
first sexual experiences have already suggested that while they were no more likely 
to be possessive within a relationship than the two comparative samples of 
heterosexual undergraduates (bullied and not bullied at school), gay and bisexual 
men had also enjoyed fewer long-term and casual sexual relationships than general 
estimates provided by Coxon (1998, personal communication). Although 
Gilmartin’s (1987) findings received some support from the results presented in
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Chapter 5, it was clear that the negative picture he portrayed of the effects of 
school bullying was not entirely applicable to the lesbians, gay men and bisexual 
men and women who participated in this study.
Indeed, in the interviews, when participants were asked about issues 
relating to the initiation of relationships, their responses suggested that they were 
hesitant about entering an intimate relationship because their experiences at school 
had left them socially unskilled:
I certainly feel...that having had to internalise my feelings I...don’t know how to
go about getting into a relationship. (Michael, aged 26).
In addition, once they were in a relationship, some participants expressed 
concerns about their ability to maintain it successfully, and they also commented 
on the permissive nature of those relationships, particularly those of gay and 
bisexual men, which they felt undermined the level of commitment one or other 
partner brought to it (cf. Bech, 1997).
While the results in Chapter 5 suggested that there was very little evidence 
of participants being possessive or overly insecure within relationships, fears 
about being too possessive were expressed by some during the interviews as were 
fears of being trapped, or being hurt. It is interesting to note that one participant 
felt that the presence of a partner brought with it a loss of independence and a 
sense of being held back. Indeed, another (Paul) described how such feelings 
eventually led him to separate from his boyfriend and embark upon a series of a 
casual sexual encounters. Interestingly, he described this period in his life in terms 
of a belated ‘adolescence’ in which he had hoped to experience all those things he 
believed he should have experienced as a teenager:
I wanted my freedom. I wanted what other people did in their teenage years and
early twenties, you know.
However, as he went on to say, ‘I went and got it and realised that it 
wasn’t nice and came back to my boyfriend’ (p. 226). Thus, Paul found that the 
adolescence he believed he had missed may not have been as exciting as he had 
expected it to be.
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Overall, as I have noted above, the concerns participants expressed relating 
to the personal relationships they had enjoyed did provide additional support for 
the data gathered from the study of psycho-social correlates and long-term effects. 
However, it would also be fair to say that many of those concerns would also be 
found in a study of relationships generally (whether heterosexual or homosexual). 
Indeed, as Cahill etal. (1991) pointed out, issues such as feeling trapped or being 
overly possessive have been cited in several research reports exploring the nature 
of intimate relationships among participants who have suffered abuse or 
expeienced trauma in childhood. Consequently, it is inadvisable to draw too many 
conclusions based upon the comments made by participants here although, as I 
mentioned previously, there was some evidence to suggest that possessiveness 
may be a factor that requires further research.
The analysis of the interview transcripts was found to be generally 
instructive in the interpretation of the results from the survey of bullying at 
school (Chapter 4), and the study of its psycho-social correlates and long-term 
effects (Chapter 5). First of all, participants comments reinforced previous 
arguments relating to issues of stereotyping and popular representations with 
respect to lesbians and gay men (see Allport, 1954; Gallup 1995), and also Mac 
an Ghaill’s (1994) perception of school as an institution founded upon very 
narrow interpretations of masculinity and feminity. Indeed, participants’ 
comments suggested that growing up in an environment in which homosexuality 
was negatively appraised had the effect of drawing them further into isolation or 
denial in an attempt to escape the ridicule of their peers and, in some cases, their 
teachers:
For almost a year of my school life I spent every break and every dinner break 
sitting in the back of the...of the toilet area reading because I knew I was safe 
there, that I was isolated, an no one would give me any hassle. (Paul, aged 27).
Concordant with the findings of King et al (1998), the interviews 
suggested that the receipt of support from family members, friends and indeed 
lesbian and gay community groups was instrumental in assisting participants in 
their development of a positive self-image. While it remains unclear as to the
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causal effect bullying at school has upon self-esteem in adulthood (at least for 
participants in this study), the indices suggested the those who developed a 
positive self-image were more likely to follow a particular developmental 
trajectory wherein they had decided not to allow their experiences of school to 
have a significant impact upon their lives. However, as the comments made by 
Matthew (below) demonstrated, sometimes the decision to take positive steps 
towards recovery followed a period of intense depression and despair:
I think by time I’d got to nineteen, twenty or twenty-one, I realised that if I was 
going to have any future, I was going to have to tell someone I was gay and it 
all hung on that...everything hung on that. So, I told someone and then I told 
another person. The whole ‘coming out’ process took years, but I did it bit by 
bit by bit, but I had to go really low, sink to a very very low low point when I 
was about - a bit older than I said - twenty-two when I did overdose on sleeping 
tablets accidentally. It wasn’t an attempt to die, but I did overdose and that 
would be the lowest you would get - the absolute rock bottom - there was 
seriously something wrong. I knew what was wrong, it was just that I wasn’t 
being honest with myself. But, once I made the leap or whatever, that changed 
by telling somebody then things very very slowly and very very gradually began 
to get better bit by bit by bit. (Matthew, aged 36).
The fact that some participants continued to express feelings of anger 
when discussing their experiences of school was useful in assisting in the 
interpretation of data relating to levels of hostility found in the study of psycho­
social correlates and long-term effects. As noted above (p. 414), those who were 
likely to have been most vulnerable (i.e. those who ‘came out’ at or before the age 
of 16 years) were not only angry at the school for not helping them, but, as adults, 
they felt angry at themselves for not fighting back. However, a word of caution 
must be added here: the fact that, as adults, participants could see alternative 
strategies in countering the bullying they experienced at school suggests that 
recollection and/or rehearsal of unpleasant events may not be beneficial in 
promoting recovery as hindsight may have compounded any residual negative 
feelings or emotions they had relating to their inability or inefficacy in retaliating.
The interviews also offered partial support for Parker and Asher’s (1987) 
hypothesis that friendships formed outside school may act as buffers against the 
long-term correlates of peer rejection at school. In addition, while some 
participants commented that they recalled their adolescent years as a period in 
which they ‘missed out’ (p. 383) on the social experiences of many of their school
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peers, the fact that the majority had gone on to enjoy relationships with others 
suggested that those social and sexual experiences often associated with 
adolescence can be reclaimed and experienced later in life.
Finally, although the results from the study of psycho-social correlates 
and long-term effects indicated that there was little evidence to suggest a link 
between experiences of bullying (either at school or in adulthood) and insecurity 
or possessiveness within relationships, it was interesting to note that this was a 
matter of concern for participants, suggesting, as I said earlier, that this is an 
aspect of thesis that may require future consideration and study.
Chapter 7: Overview and General Discussion
Chapter 7: Overview and General Discussion 
Introduction
In the previous three chapters I have discussed the findings from each of the 
studies contained within this thesis in some detail, relating them to the theories 
and ideas put forward by previous researchers who have examined the nature, 
correlates and long-term effects of victimisation or trauma whether experienced at 
school, at work, in the home, or as a result of combat. In this chapter, I reconsider 
some of the methodological issues relevant to the contents of this thesis, including 
the use of retrospective reports in data collection, and I revisit the main findings 
from the three studies. I then provide a brief discussion of the conclusions I have 
drawn from this research and I discuss potential directions for future studies in the 
field of homonegativism and bullying behaviour.
Methodological Considerations
As I discussed in Chapter 3 (pp. 142-166), various methodological issues arose in 
the planning stages of this research which required consideration. Firstly, as I was 
unknown to many of the organisations supporting lesbians, gay men and bisexual 
men and women, access to the target group required liaison with facilitators of 
various support groups and organisations, and the adoption of a multi-method 
approach to sampling. Secondly, as a contemporary survey of the bullying 
experiences of young lesbians, gay men and bisexual men and women was 
discounted in 1994 due to the difficulties in gaining access to a school-aged target 
group, my decision to collect data retrospectively from an adult sample had 
implications for both the reliability and validity of any subsequent findings. 
Thirdly, in using retrospective reports, I had to consider what other life factors or 
events would effect participants’ scores on certain measures of negative affect, and 
how such effects could be partialled out.
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Issues of data collection and measurement 
Sampling
As data for the survey of bullying at school and the study of psycho-social 
correlates and long-term effects was collected primarily by structured 
questionnaire, a multi-method sampling strategy was employed incorporating the 
placement of advertisements in the local and national press, liaison with lesbian, 
gay and bisexual support groups, and the facilitation of workshops for local 
authorities, voluntary agencies and charities. Although each of these sampling 
strategies had weaknesses (see below), as I commented in Chapter 3, given that the 
target population was difficult to access, they were considered the most 
appropriate methods of collecting data. Indeed, as various researchers have argued, 
where multiple sampling methods are used they ensure that participants are not 
drawn from one particular subgroup within the target population, and, as a result, 
they can increase the potential ‘representativeness’ of the participant group.
It may be recalled that, in their review of literature. Sell and Petrulio (1996) 
noted that the variable nature of current definitions for ‘homosexual’ or ‘gay’ had a 
significant effect upon the sampling frame of a number of research studies. For 
example, they argued that where a researcher defined a lesbian or gay man as ‘an 
individual who has sexual contact with others of the same gender’, the constitution 
of that sample was entirely different to that of a researcher who defined a lesbian 
or gay man as ‘an individual who is sexually attracted to others of the same gender’ 
(p. 34). In this study, the decision was taken to conceptually define participants 
according to their attraction rather than behaviour because, as Gilmartin (1987) 
pointed out, in his study none of the former-victims of school-based aggression 
had experienced a sexual relationship although they were able to identify their 
sexual orientation. In addition, as I pointed out in Chapter 3, the usage of terms 
such as 'exclusively' when discussing sexual behaviour presented a number of 
problems for this research in terms of participants’ ability to self-identify. For 
example, the Kinsey scale of sexual orientation (Kinsey et a l, 1948, 1953) 
graduates sexual behaviour from 0 (exclusively heterosexual) to 6 (exclusively 
homosexual), with the majority of the population falling between 1
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(predominantly heterosexual, only incidentally homosexual) and 5 (predominantly 
homosexual, only incidentally heterosexual). By way of comparison, Klein’s 
(1993) scale of sexual orientation not only makes a distinction between sexual 
attraction and behaviour, but also fantasy, emotional preference, social preference, 
lifestyle and self-identification with participants rating themselves on each variable 
three times (past self, present self and ideal self). Based upon the fact that, 
behaviourally, the Kinsey studies suggested that the a large proportion of the 
population who identify as exclusively heterosexual, lesbian or gay have, at some 
stage, had sexual contact contrary to their stated sexual orientation post puberty, 
it was deemed more appropriate to categorise participants according either to their 
exclusive or primary attraction to a particular gender.
Ultimately, the conceptual definitions used in this study meant that it was 
difficult to compare and contrast the data gathered by other researchers using 
retrospective studies, particularly where they had made no statement relating to 
the conceptual definition of their samples. Furthermore, it is fair to say that very 
little continues to be known about the bisexual population specifically, and as I 
have argued previously, the very nature of bisexuality allows the bisexual man or 
woman to move between the worlds of the heterosexual and the homosexual at any 
given time without necessarily requiring a change in status (Rivers, 1997a). Indeed, 
it may be argued that the inclusion of participants who identified as bisexual was 
problematic in that there have been few, if any, popular stereotypes relating to 
bisexual men and women, and thus, for this group in particular, homonegative 
bullying may have been less of an issue. Following the logic of this argument and 
building upon my comments in Chapter 1 relating to stereotyping, the fact that 
bisexual men and women were included in the target group suggested that data 
relating to the nature and severity of homonegative bullying at school may have 
been under reported rather than over reported despite the fact that the aims and 
objectives of this research were relatively easily discerned (i.e. bisexual 
participants may not have been bullied as frequently or as early as those who were 
able to self-identify as primarily lesbian or gay when at school). However, this 
argument remains speculative at the moment.
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As I noted in my introduction to this section, perceived difficulties in 
accessing members of the target population suggested that the application of 
probability sampling techniques was unlikely to yield a sufficiently large number 
of participants to claim representativeness. Therefore, the decision was taken to 
use non-probability purposive (or judgmental) sampling. Although purposive 
sampling lacked the robustness of probability sampling, as I pointed out in 
Chapter 3, it has been used with considerable success by researchers wishing to 
access hidden or stigmatised groups within society (see Kinsey eta l, 1948, 1953). 
In line with both Kish’s (1965) and Neuman’s (1994) recommendations, 
purposive sampling was used for the following reasons: first of all, I wished to 
gain long-term access to a difficult-to-reach population who had not been 
represented in the research literature before; and secondly, I wished to identify 
particular clusters of participants for detailed investigation via a study of the 
psycho-social correlates and long-term effects of homonegative bullying which 
included a series of in-depth personal interviews.
In this study, purposive sampling had many benefits when it was 
compared to other forms of non-probability sampling. First of all, unlike 
haphazard or convenience sampling, it specified the particular group under 
investigation and focused upon that group only: I did not wish to draw upon 
general issues associated with being lesbian, gay or bisexual, but wished to explore 
the association between experiences of homonegativism at school and their impact 
upon life-span development. Secondly, whereas quota sampling would have 
included lesbian, gay and bisexual respondents who had been bullied for reasons 
other than sexual orientation, as indicated in Chapter 3, this study focused 
specifically upon those who could demonstrate that their experiences of bullying 
were directly related to their actual or perceived sexual orientation at the time they 
were at school. Finally, although snowball sampling was used from within the 
target group (see below), it was not the sole method of recruitment, thus ensuring 
that participants did not come entirely from similar social, educational or 
occupational backgrounds.
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While methods of data collection such as advertising presented a number of 
problems in terms of verifying the eligibility of participants taking part in a 
retrospective study when there were no independent means of assessing the 
reliability of self-reports (e.g. peer observation), in determining the overall 
stability of participants’ recollections of bullying at school, it was felt that the 
introduction of a measure of test-retest reliability provided some guarantee of their 
overall substantiality. Furthermore, where I was unclear about the nature of a 
participant’s experiences of bullying at school (i.e. there was some doubt as to 
whether or not it was a consequence of their actual or perceived sexual 
orientation), she/he was not included in the analysis.
In addition to advertisements, as I have already intimated, calls for 
volunteers were also circulated at various workshops and seminars for health care 
professionals and volunteers. At the same time, participants were also sent letters 
asking them to circulate information about the study to their friends and associates 
who, in turn, contacted me either directly or indirectly (through a participant or 
community group leader). Although, this latter method of data collection - often 
referred to as snowball sampling’ - has, until quite recently, found little favour 
with social scientists, as Sudman and Kalton (1986) have pointed out, despite its 
limitations it is a very useful method for accessing difficult to reach populations. 
For example, in their critique of snowball sampling, Biemacki and Waldorf (1981) 
suggested that there were a number of problems in using this particular 
methodology in isolation, and they suggested using it only where it constituted 
one of a number of alternative strategies to access a hidden population. In 
particular they noted that rather than leading to a rapid increase in participant 
numbers, snowball sampling has usually resulted in a very slow and haphazard 
rate of contacts. Ideally, as Coleman (1958) pointed out, snowball sampling works 
most effectively as an independent method of recruitment where the researcher 
starts with a small random sample of participants drawn from the target 
population. Since this was not the case for my own research, Biemacki and 
Waldorf s recommendations were noted and, as already indicated above, snowball 
sampling was used in conjunction with a number of other recruitment methods to
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ensure that participants were not drawn from one particular subgroup within the 
target population.
A second concern expressed by Biemacki and Waldorf ( 1981 ) with respect 
to snowball sampling related to the possibility that participants may have 
misrepresented the aims and objectives of the study to their friends who may have 
also been potential participants. However, as I have already indicated in the 
preceding paragraphs, where participants did not directly relate their experiences 
of bullying at school to their actual or perceived sexual orientation they were not 
included in the data sets.
Given the various caveats described by Biemacki and Waldorf (1981), 
Sudman and Kalton (1986) argued that snowball sampling does have a number of 
merits which require comment. For example, in this study, where contacts were 
made through participants and not through advertisements or networking, not only 
was I given increased access to a hidden population, but participants were also 
able to vouch for my discretion and trustworthiness - two factors that were 
particularly important if potential participants had not disclosed their sexual 
orientation to their family, and had only ‘come out’ to a few close friends. Indeed, 
as Kitzinger (1987) found, another merit of snowball sampling is that, towards 
then end of the data collection period, I was able to actively canvass for 
participants from ethnic or cultural minority groups not already represented. The 
absence of participants from the Asian community was particularly noticeable, 
and efforts were made to contact the facilitators of support groups for Asian 
lesbians, gay men and bisexual men and women although this met with little 
success.
Questionnaires and measures
In this study, the primary measure of bullying at school was that developed by 
Olweus (1991) for his national study of children’s bullying behaviour in Norway. 
As I noted in Chapter 3, this questionnaire has been used in various forms by 
researchers in the United Kingdom, Canada, the Netherlands, Sweden, Spain, 
Portugal, Italy, Ireland and Japan (see Olweus, 1994; Smith and Sharp, 1994).
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According to Smith and Sharp (1994), the questionnaire has shown satisfactory 
test-retest reliability, with composites of 3-5 self-report bullying items correlating 
between .40 and .60 (see Olweus, 1994), and it has also shown a reasonable degree 
of concordance with peer nomination measures (see Perry, Kusel and Perry, 
1988). Similarto Olweus’ analysis of test-retest reliability, using the data gathered 
from the subsample of 60 participants who received the survey instrument at two 
time points (12-14 months apart) composite scores for severity of bullying 
experienced at school were constructed by calculating the total number of the 
types of bullying behaviour participants had experienced and then by comparing 
the two cumulative ‘scores’. While significant correlations were found for the 
number of bullying experiences participants reported, the intra-class correlations 
indicated that there was a considerable degree of variance in their estimates (.12) 
which suggested that this particular method of composite scoring was statistically 
problematic and, thus, potentially unreliable. Indeed, given that this method of 
compositing data was not found to be wholly reliable, in the study of psycho­
social correlates and long-term effects, an alternative measure of severity was 
calculated by multiplying participants’ estimates of duration (in years) by 
reported frequency (see p. 280). Overall, the reliability coefficient for this score 
was found to be considerably better than Olweus’ composite (a = .85) with 
correlation coefficients ranging from .25 to .79 (all: p  < .05).
To determine whether scores on other measures were affected by recent 
events in the lives of participants, they were asked to complete a revised version 
of Dohrenwend et alCs (1978) Psychiatric Epidemiology Research Interview 
(PERI) Life Events Scale. This scale was favoured over the Social Readjustment 
Rating Scale (SRRS) of Holmes and Rahe (1967) because it incorporated both 
positive and negative life events which allowed for a much more sensitive analysis 
of the differential effect of various experiences and significant events upon 
participants’ affective state.
It may be recalled that, Dohrenwend et a l (1978) acknowledged that there 
were a number of technical weaknesses in the construction of their scale, and they 
also commented that they believed these weaknesses were more apparent than in
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other scales of life events. For example, they recognised that the scale was focused 
primarily towards an urban population and had not been assessed in terms of its 
relevance to those living in rural communities. In terms of data collection for the 
present thesis, because participants took part in two of the studies by post it was 
thought likely that some would live in rural communities and, therefore, not all of 
the life-events identified in the scale would be relevant to them. Furthermore, as 
the authors also argued, their scale was neither universal or timeless and required 
considerable revision and re-piloting. Although some revisions were made to the 
scale to make it more amenable to a British audience, re-piloting was not 
undertaken prior to data collection. Finally, Dohrenwend et al. also argued that 
their original ratings of positive and negative life events were affected by the 
gender, socio-economic status and ethnic background of the judges they used when 
piloting the scale in 1978, and they believed that some of the ratings would have 
been considerably different had an alternative sample of judges been utilised.
Given the technical weaknesses of the scale identified by Dohrenwend et 
al (1978), particularly the disparity in judges’ ratings in the order of magnitude of 
certain life-events, and in line with Rahe’s (1974) recommendations when dealing 
with homogenous samples, scores were derived from the PERI Life-Events Scale 
by adding up the total number of positive and negative life events each participant 
had experienced in the last year with each event receiving a weighting of T  (see 
Wainer, 1976). Although this method did not determine the order of magnitude of 
certain events in the lives of participants, it did provide a measurement by which 
it was possible to determine whether or not there were ‘other’ factors or events in 
the lives of participants which required consideration when attempting to draw a 
causal connection between events occurring in childhood and well-being in 
adulthood.
In this study, negative affect was measured using Zuckerman and Lubin’s 
(1965) Multiple Affect Adjective Check-List (MAACL). Although Olweus 
(1993b) had used Beck’s depression inventory (BDI; Beck et a l, 1961) in his 
study of the long-term consequences of peer victimisation, as I argued in Chapter 
3, it was felt to be inappropriate in this instance. For example, the BDI is not
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opaque, it consists of a number of emotive or anxiety provoking statements 
whereas the MAACL consists of a 132 adjectives which do not lend themselves 
easily to interpretation by participants. Furthermore, given that questionnaires 
were completed by participants at home and then returned by post without 
immediate debriefing by either myself or a supporting counsellor or therapist, it 
was necessary to ensure that as little distress as possible would be caused by any 
of the survey instruments. Finally, the construction of a ‘score’ for the MAACL 
was not as discernible to participants as the method of scoring for the BDI.
Although measures of test validation indicated that the MAACL had good 
internal consistency when used with non-psychiatric patients, it was limited in its 
scope. Rather than providing an index of participants general affective state, it 
asked them to indicate how they were feeling at the point when they were 
completing the questionnaire. Therefore, it remained unclear to what extent scores 
for depression, anxiety and hostility were the result of participants having to recall 
painful experiences from their past, rather than them being an index of their general 
affective state. Having said that, it is also worth recalling that, in terms of 
construct validity, participants’ scores for the MAACL subscales for depression 
and anxiety were found to correlate with reports of PTSD (see below), which 
provided some degree of surety that they (i.e. subscale scores) were not related to 
the effect of recall entirely.
In addition to the MAACL, in order to assess whether or not participants 
continued to be affected by their experiences of being bullied at school, they 
completed a 24 item index of symptoms associated with post-traumatic stress 
disorder [PTSD]. It may be recalled that this questionnaire (the PTEQ) was 
constructed using the diagnostic criteria specified by the American Psychiatric 
Association (1987, 1994), and was favoured above other measures of PTSD 
because it measured symptoms pre-diagnosis, and did not require a diagnostic 
interview. In terms of both face and content validity, the PTEQ was found to be a 
good indicator of the presence of symptoms of PTSD in participants as it adhered 
closely to the diagnostic criteria set out by the American Psychiatric Association 
(a = .90). In terms of construct validity, as noted above, scores for the total
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PTEQ were found to correlate significantly with the MAACL subscales for 
depression and anxiety.
However, it may be recalled that estimates of concurrent validity with 
other measures of PTSD were not undertaken at the time this study began. In the 
absence of any evidence of comparability with standardised measures of PTSD, it 
is recommended that caution should be exercised in interpreting the results from 
the PTEQ. Furthermore, as Helzer et a l (1987) pointed out, various features 
associated with PTSD are to be found within the general population without the 
suggestion of mental illness. Indeed, symptoms such as ‘jumpiness’, ‘irritability’ 
and ‘dysomnia’ may be indicative of a number of other factors that occur during 
the normal course of an individual’s life, and do not necessarily suggest that (s)he 
has experienced violence or trauma. As I pointed out in Chapter 5, secondary 
symptoms associated with PTSD were reported by 40% of participants, yet only 
17% met the criteria for diagnosis. While this suggested that the PTEQ did have 
some discriminant power, further studies are required to assess its diagnostic 
efficacy when compared to those standardised measures currently being used by 
practitioners.
Interviews and qualitative analysis
As I commented in Chapter 3, as a method of data collection, the personal 
interview had a number of advantages over the structured questionnaire in terms of 
gaining insights into the experiences of those who were bullied at school. For 
example, it allowed for a much more detailed analysis and interpretation of a 
participants’ life histories, contextualising much of the data gathered via 
questionnaire, and offered an insight into the personal challenges they encountered 
through their lives. Secondly, the face-to-face interview situation allowed myself 
(as the interviewer) to establish a rapport and motivate the respondent to answer 
as fully as possible, prompting certain issues or clarifying vague or ambiguous 
points through the course of the conversation. Thirdly, I was able to provide 
limited emotional support to participants when dealing with sensitive or painful 
issues; responding in a positive and effective way if and when they became
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distressed, and I was able to suggest strategies, organisations and resources they 
may have wished to utilise to assist them in resolving any outstanding issues.
Given the sensitivity of some of the material included in the interview 
schedule, and the fact that certain issues were likely to cause distress to 
participants, questions were structured using the counselling interview technique 
devised by Coyle etal. (1994). It may be recalled that, according to Coyle et a l, 
this method integrated ‘the in-depth interviewing approach within a basic person- 
centred counselling framework’ (p. 2). It required me to demonstrate a number of 
counselling attributes such empathy, genuineness and unconditional positive 
regard; accepting and valuing the person as they were at the time and not as I 
might have wished them to be (Rogers, 1951). It also required me to demonstrate a 
number of basic counselling skills: attentive listening, paraphrasing, reflecting, 
summarising and using open questions which invite elaboration rather than direct 
the focus of the conversation. Coyle et al argued that if the interviewer can 
demonstrate these skills and convey attributes such as empathy and unconditional 
positive regard to the interviewee, ‘this may help establish an effective rapport 
and may increase the participant’s willingness to disclose sensitive information 
honestly and openly’ (p. 2).
There were, however, a number of disadvantages in using the personal 
interview as a research tool during data collection. In the first instance, in 
establishing a rapport between myself and a participant, I could have influenced 
respondents who may have given invalid or socially desirable answers based upon 
their understanding of the nature and purpose of the study (see Anderson, Silver 
and Abramson, 1988). Indeed, it must be acknowledged that the absence of a social 
desirability rating scale was an inherent weakness in this research, especially since 
participants were aware of some of the objectives of the study due its media 
coverage, and the fact that I decided to focus primarily upon those who were 
victimised because of their actual or perceived sexual orientation at school. (It may 
be recalled that the criteria for inclusion in the study had been expressly stated in 
the advertisements placed in the gay press). Yet, the use of a semi-structured 
interview schedule was considered the most appropriate way of reducing any
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interviewer effects by ensuring that all of the key questions asked were phrased in 
an open and non-directive manner, restricting the chances of the interviewee giving 
a socially desirable answer.
A second disadvantage in using the interview was, undoubtedly, cost As 
questionnaire data were collected from participants nationally, it was not feasible 
to conduct interviews with each one due to resource constraints. As stated in 
chapters 3 and 6, a small research grant from the Froebel Educational Institute 
allowed for a limited number of interviews (14) to be undertaken in London and 
the South East. In addition, a further two participants who lived further afield 
were asked to submit an audio-tape recording of their answers using an adapted 
version of the interview schedule which was sent to them. Although the latter 
method of collecting interview data was not desirable, those participants who 
submitted audio-tape recordings were asked to do so because of the unique nature 
of their life experiences.
Finally, various quantitative researchers have suggested that qualitative 
data collection techniques such as the personal interview do not lend themselves 
easily to objective analysis as they rely upon subjective interpretations of meaning 
on the part of the qualitative researcher rather than the elucidation of ‘facts’ from 
the data. Furthermore, as Morgan (1996) has argued, because of the nature of 
qualitative data and the techniques used in its collection, replication by subsequent 
researchers is impossible and, as a result, it lacks methodological rigour. However, 
Sherrard (1997) counter argued that issues such as universal repeatability have 
ignored the impact of the environment upon the individual, and how their 
understanding of past events changes with age. Indeed, it will be recalled that while 
both Fonagy etaV s  (1994) and Mason-Schrock’s (1996) analyses of the efficacy 
of the personal or self narrative suggested that participants asked to provide entire 
narratives are less likely to be accurate in terms of recall, those who are asked to 
reflect upon particular experiences, relationships or behaviour are likely to be more 
accurate. Furthermore, although Mason-Schrock argued that where the issue is one 
of identity transformation (be it in terms of gender, sexuality or social status), 
there is also a need to ‘rewrite’ the ‘true self and make sense of past events or
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episodes in light of this revision (p. 190). While some, such as Neisser (1994) have 
suggested that any revision will impact upon the accuracy of recollection 
(particularly where a memory has been repressed and where there is a significant 
lapse in time between an incident or event and retrieval), others have suggested 
that while the interpretation of the meaning of past experiences may be altered, it 
is unlikely that their factual accuracy will be negatively effected (see Chapter 3, 
pp. 154-165).
Notwithstanding, given that only 16 interviews (12% of the potential 
sample available) were included in the analysis, this group neither constituted a 
random of representative sample of participants. However, as Kitzinger (1987) 
demonstrated, even when a sample is not representative of the target population 
the autobiographical accounts of its members are no less valid as they represent 
their personal recollections and interpretations of past experiences as well as their 
idiosyncratic perspectives on current and future events. Indeed, as previously 
mentioned, Coyle and Craig (1993) have argued that the analysis of multiple 
personal accounts is not so much grounded in the number of times a particular 
issue or theme arises, but in participants’ estimations of its relative importance at 
the time they were interviewed.
Reliability of retrospective reports
As I noted at the beginning of this chapter, concerns about the reliability of 
retrospective data were of primary importance in this thesis. While various 
researchers had previously argued that autobiographical memories of abuse or 
trauma in childhood are not reliable across time, and that, in the case of adults 
suffering from long-term depression as a result of childhood trauma, ‘the validity 
of retrospective data from depressed patients and their families is questionable at 
best’ (Burbach and Borduin, 1986, p. 146), there has been little empirical evidence 
to support this hypothesis. Indeed, in their meta-analytical reassessment of 
research using retrospective data collection techniques, Brewin et a l (1993) came 
to the conclusion that, ‘adults asked to recall salient factual details of their own 
childhoods are generally accurate, especially concerning experiences that fulfil the 
criteria of having been unique, consequential, and unexpected. Their agreement
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with independent sources is likely to vary from fair to excellent, depending on the 
concreteness of the item recalled, the provision of recognition cues, the length of 
time elapsed, and their awareness of the relevant facts at the time’ (p. 87).
In the survey of bullying at school, a measure of test-retest reliability of 
participants memories was undertaken with a subsample of 60 men and women 
who received two copies of the same questionnaire 12-14 months apart. In 
undertaking a measure of test-retest reliabililty with a sub-sample of participants 
who were bullied at school, my intention was to demonstrate that participants’ 
recollections were not only relatively stable across time, but were also not affected 
by their understanding of the aims and objectives of the study (thus, providing an 
additional index of reliability in the absence of a social desirability rating scale).
As the results in Chapter 3 (pp. 172-177) demonstrated, although the 
survey instrument was not entirely suited to retrospective research, especially in 
recalling the incidence of indirect or relational bullying, generally participants’ 
memories of school events were found to be relatively stable across time. Having 
said that, in addition to questions relating to the stability of participants’ 
memories came the question of factual reliability: without the utilisation of peer or 
teacher nomination strategies to identify the bully/victim status of participants 
when they were at school, it was impossible to assess the reliability of 
participants’ retrospective reports. Yet, as I pointed out, this is a criticism that 
can be levied at any research asking participants to recall experiences whether 
recent or long past. Although some studies of contemporary bullying have 
provided a measure of reliability in terms of assessing the degree of concordance 
between participants’ perceptions of their own bully/victim status and 
peer/teacher nominations, the majority of researchers studying bullying continue 
to rely upon self-reports without necessarily assessing the reliability of those 
reports.
Having said that, it may be recalled that in his longitudinal study of 71 
former victims of bullying behaviour, Olweus (1993b) found that participants’ 
estimates of the severity of such behaviour remained relatively accurate up to
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seven years after they had left statutory education. He compared participants’ 
retrospective self-reports of bullying at age 23 with their actual victim/non-victim 
status at age 16 (Grade 9) and found that they correlated significantly (.42). 
Furthermore, when their self-reports at age 23 were compared to peer nominations 
data gathered in Grade 9, the coefficient rose to .58. It is interesting to note that 
this study remains the only longitudinal investigation of bullying at school and its 
long-term effects which has sought to establish both the stability and reliability of 
participants’ memories.
Attributing cause and effect
In addition to issues of reliability, one of the difficulties I faced in conducting a 
study focusing upon the psycho-social correlates and long-term effects of bullying 
related to the ability to attribute a particular effect (i.e. negative affect in 
adulthood) with a particular cause (i.e. bullying at school). In this study, measures 
of bullying in adulthood and recent positive and negative life events were 
employed primarily as covariates, reducing the field of potential intervening 
factors that could have an impact upon participants current affective state. 
However, it will be recalled that, the criteria for applying analysis of covariance 
were not always met when conducting within subjects analyses, and, therefore, I 
was only able to provide an assessment of effect constancy when comparing 
scores for participants who were grouped according to the nature of the aggression 
they experienced at school, friendships, levels of social support and age of 
disclosure. In addition, while the observed variable path model (Figure 10, p. 323) 
suggested that a causal relationships existed between duration of bullying at school 
and perception of self as lesbian, gay or bisexual, the model did not suggest the 
direction of causation or the nature of the effect bullying had upon participants’ 
self-perception, and I relied upon the qualitative analysis of 16 interviews to 
provide an index of the direction of causation.
Concomitantly, as my discussion of the results relating to self-harming 
behaviour and suicidal ideation highlighted, for the lesbians, gay men and bisexual 
men and women who participated in this study, it was likely that they would have 
found it difficult to relate, retrospectively, self-destructive episodes to a particular
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event or series of events. Concordant with the findings of Hershberger and 
D’Augelli (1995), it seemed likely that the combined effects of familial as well as 
societal homonegativism were also contributory factors to participants’ self­
destructive behaviours. Indeed, it should be recalled that participants in the 
present study were also asked to answer a series of questions relating to self- 
harming behaviours which they believed were the result of factors not related to 
bullying at school (see Remafedi et a l, 1991). In line with Meuhrer’s (1995) 
comments, the results suggested that participants were also likely to report self- 
harming behaviour and suicidal ideation as a result of ‘other’ factors which they 
did not associate with bullying at school (e.g. difficulties in coming to terms with 
their sexual orientation).
Summary of Findings
Survey of bullying at school
In Chapter 1 ,1 identified some of those questions that were left unanswered by 
researchers exploring the nature and correlates of bullying behaviour at school. 
Although large-scale surveys such as those conducted by Olweus (1978, 1987) 
and Smith and colleagues (Ahmad et a l, 1991; Whitney and Smith, 1993; Rivers 
and Smith, 1994) provided information on the general incidence of bullying at 
secondary school, as I noted in Chapter 4, it is likely that such data have 
incorporated several young people who were victimised because of their actual or 
perceived sexual orientation. However, when the present study began in 1994, 
little was known about the nature or correlates of bullying behaviour experienced 
by lesbians, gay men and bisexual men and women when they were at school.
Aims and objectives
As I have indicated above, one of the first objectives of the survey of bullying at 
school was to understand both the nature of the homonegative bullying at school 
and the stereotypes that underpinned such behaviour based upon the recollections 
of 190 lesbians, gay men, bisexual and transgendered men and women. In addition, 
based upon the observations of Rivers and Smith (1994) and Pilkington and 
D’Augelli (1995), this survey also set out to explore both age and gender 
differences in the nature and expression of bullying where it related to the victim’s
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sexual orientation. Building upon the discussion of deindividuation theory and the 
theoretical models proposed by Postmes and Spears (1998), the survey also 
considered whether or not participants’ reports of homonegative bullying differed 
according to the number of perpetrators, and whether there was any evidence from 
the survey to support Diener et aVs  (1973) and Craig and Pepler’s (1996) 
assertion that peers would collude rather than intervene when a young person was 
being bullied. Finally, as I indicated in Chapter 4, while anecdotal evidence has 
suggested that some teachers may have actively colluded with pupils in victimising 
or harassing another pupil who was perceived to be lesbian, gay or bisexual, little 
quantitative data has been collected to substantiate such claims, and it became an 
objective of this survey to ascertain both the level of teacher support and teacher 
bullying for those pupils who reported being victimised because of their actual or 
perceived sexual orientation.
General findings
As the results illustrated in Table 5 (p. 221) indicated, name-calling and being 
ridiculed in front of others were the most frequently cited forms of bullying 
experienced by participants at school. Concordant with Allport’s (1954) and 
Gallup’s (1995) stereotyping hypotheses, lesbian, gay, bisexual and transgendered 
participants were, for the most part, called names that related specifically to their 
perceived sexual orientation at school and, among male participants, these names 
tended to focus upon perceived homosexual sexual practices, gender atypicality, 
and presumptions of illness/abnormality. Many of the names and labels gay, 
bisexual and transgendered men were called also reinforced Mac an Ghaill’s (1994) 
suggestion that schools were masculinising agents, that required boys and young 
men to earn their masculinity through a process of conformity.
The correlational analyses revealed that participants who reported being 
bullied indirectly at school also reported being bullied within the school building. 
Being frightened by a look or stare and rumour mongering were associated with 
bullying taking place in corridors, classrooms and changing rooms of the school. 
Although as I commented in Chapter 4, based upon the data gathered from the 
reliability study (N = 60), some forms of indirect or relational bullying behaviour
Chapter 7: Overview and General Discussion 451
may not have impacted immediately upon victims and, therefore, were not likely 
to be recalled with as great a clarity as direct-physical or direct-verbal bullying.
In line with Postmes and Spears’ (1998) hypotheses, data from the 
correlational analyses also suggested that the actions of groups of peers were 
potentially more aggressive than those of individuals. As the results in Table 11 
demonstrated (p. 231), significant associations were found between participants’ 
recollections of being bullied in the corridors, classrooms and school yard, and 
being bullied by groups of young men and young women, rather than by 
individuals or groups of same-sex peers. Similarly, in terms of the nature of the 
bullying experienced, significant positive associations were found between 
participants’ recollections of rumour mongering, being called names, being socially 
isolated and having belongings taken, and being bullied by groups of peers (same- 
sex and mixed; see Table 13, p. 235).
There was also partial support for Postmes and Spears’ (1998) hypothesis 
suggesting that the perceived acceptability of anti-homosexual attitudes was likely 
to have an effect upon the expression of aggression. Reported frequencies of 
bullying among both gay, bisexual and transgendered men, and lesbian and bisexual 
women were high with 69% of participants reporting being bullied ‘once a week’ 
or more. However, participants also recalled significantly more peers coming to 
their assistance than teachers. Indeed, two thirds of all participants recalled peers 
intervening on at least one occasion with just under a half recalling intervention 
occasionally and one quarter receiving assistance ‘sometimes’ or more often. While 
this suggested that participants were not as estranged from their peers as those 
young lesbians, gay men and bisexual men and women portrayed in other studies, 
this may have been a result of the fact that many (79% of men and 50% of 
women) had not ‘come out’ at school. Indeed, it is plausible to assume that the 
number of peers who were willing to intervene when participants were being 
bullied at school would have been negatively affected had participants’ sexual 
orientation become a matter of fact rather than one of speculation.
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In the survey, little support was provided by the data suggesting that older 
perpetrators used more indirect methods of bullying that younger and same-age 
peers, and this seems to have been due primarily to the fact that much of the 
bullying participants were exposed to was localised within their own class or year 
group. Of considerable interest to this study was the fact that 21 participants (19 
men and 2 women) recalled being sexually assaulted at school - an issue which has 
been rarely mentioned in research literature. As can been seen from Table 9 (p. 
229), a significant association was found between reports of sexual assault at 
school and bullying taking place in the changing rooms before or after sports 
lessons, suggesting that this was the most likely venue for such behaviour. Indeed, 
this finding reinforced Rigby’s (1997) comments relating to the central role sports 
play in the definition of those who are members of the ‘in-group’, and those who 
are relegated to ‘out-group’ status - particularly among men.
Very few participants recalled having told a teacher about being bullied at 
school (22%). While it was found that significantly more lesbian and bisexual 
women said that they had felt able to tell a teacher when compared to gay, bisexual 
and transgendered men, only a small minority reported disclosing the reason for 
their bullying (16%). As I argued in Chapter 4, considering that 26% reported 
having been bullied by a teacher because of their actual or perceived sexual 
orientation, approaching a member of staff for help may have been seen as an 
unquantifiable risk - especially in schools where sex or religious education 
presented homosexuality as sinful, or where teachers either used or failed to 
sanction homonegative language in class.
Study of the psycho-social correlates and long-term effects of bullying 
As I discussed in Chapter 2, much of the current research focusing upon the 
psycho-social correlates and long-term effects of both personal and societal 
negative appraisals of homosexuality and/or bisexuality suggest that they have an 
impact upon mental health and susceptibility to self-harming and suicidal 
behaviours among lesbians, gay men and bisexual men and women. This study set 
out to explore the relationship between bullying at school and mental health issues
Chapter 7: Overview and General Discussion 453
among a sub-sample of 119 lesbians, gay men and bisexual men and women who 
participated in this research between 1994 and 1997.
Aims and objectives
Based upon the literature reviewed in chapters 1 and 2, the study of psycho-social 
correlates and long-term effects had a number of aims and objectives to fulfil based 
upon a within subjects analysis of participants’ responses to a series of 
questionnaires relating to their lives post-school. One of the first issues to be 
addressed in this study related to the reported incidence of suicidal or self-harming 
behaviours in adolescence as a result of (i) bullying at school and (ii) the 
difficulties participants had faced in coming to terms with their sexual orientation. 
Taking Warren’s (1984) reported level of suicidal ideation (20%) as a baseline for 
comparison, it was expected that participants’ reports of self-destructive 
behaviours in adolescence would be higher than those reported in Warren’s study, 
although, as I noted in Chapter 2, the level of magnitude could not be determined 
at the time this study was conducted.
In Chapter 2 , 1 also commented that while very little is known about the 
experiences of lesbians, gay men and bisexual men and women in the world of 
work, much more is known about the experiences of those attending universities or 
colleges in the US. I suggested that our current lack of knowledge about 
homonegativism at work was due, in part, to the fact that lesbian and gay couples 
are not considered on a par with heterosexual couples in terms of employment 
benefits, rights and pensions, and thus, in the past, many lesbians, gay men and 
bisexual men and women may have remained silent when they have experienced 
victimisation or harassment. Given that, at the time this study commenced, there 
had yet to be a systematic investigation of homonegativism conducted in 
institutions other than school, the inclusion of a survey of adult experiences of 
anti-lesbian/gay/bisexual victimisation offered an opportunity to gather valuable 
information relating to the nature and frequency of such behaviour. Furthermore, 
in order to be able to assess the psycho-social correlates and long-term effects of 
bullying at school, the incorporation of a measure of victimisation in adulthood
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allowed for a much more sensitive analysis of the data, partialling out the possible 
effects of adult victimisation.
À third objective of this study was based upon Hawker’s (1997) study of 
social ranking theory and bullying behaviour wherein it was proposed that the 
subordinate role victims play within the peer group was likely to impact upon 
their susceptibility to a depressive illness, especially where their subordination 
was constantly reinforced over a long period. However, in Chapter 1 (p. 69) I 
suggested that, unlike agonic methods of intimidation which are overt and provide 
the victim with an opportunity to defend herself/himself, where the method is 
covert the victim can be undermined without being given the opportunity to 
retaliate. Building upon this hypothesis, it was suggested that those participants 
who were exposed to agonic (i.e. direct physical and verbal) methods of 
victimisation at school would fare better in the long-term than those whose social 
status was eroded hedonically (i.e. indirectly) due to the fact that they were better 
able to retaliate against a direct assault.
The fourth objective of this study was to examine the role of social 
support in overcoming potential long-term effects. Concomitant with Frable et 
ûf/.’s (1998) investigation of social support and concealable stigma and King et a l ’ s 
(1998) study of the role of functional social support in promoting resilience and 
recovery among Vietnam war veterans, this study set out to explore the 
relationship between the degree to which participants were either ‘visible’ or 
supported within their communities, and its impact upon self-acceptance, 
affective state and susceptibility to PTSD. It was hypothesised that those who 
had not disclosed their sexual orientation to others (for whatever reason) were 
more likely to be negatively affected by their perceived isolation and lack of access 
to similar others, than those who had disclosed their sexual orientation and lived 
openly as a lesbian, gay man or bisexual man or woman. In addition, it was also 
conjectured that those who disclosed their sexual orientation to another while at 
school were likely to experience much more victimisation or harassment by peers 
than those who did not disclose. Finally, in line with Parker and Asher’s (1987) 
observations, it was argued that social support in the form of family acceptance or
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friendships maintained outside school would also have an effect upon measures of 
negative affect, internalised homonegativity and PTSD.
Personal relationships were also an important feature of this study as can 
be seen by my comments relating to the research by Gilmartin (1987) and Cahill et 
al. (1991) in chapters 2 and 5. Based upon their findings, it was hypothesised that 
those participants who were more affected by their experiences of bullying at 
school would also demonstrate a number of difficulties in terms of forming and 
maintaining a long-term relationship with a significant other, as well as reporting a 
history of difficulties in maintaining platonic relationships with members of the 
same and/or opposite sex.
Finally, following on from King et alCs (1998) study of PTSD among 
Vietnam war veterans, and Leymann and Gustafsson’s (1996) study of PTSD 
among victims of work place bullying, one of the objectives of this study was to 
explore the relationships between symptoms associated with PTSD and other 
measures of negative affect, paying particular attention to factors such as sexual 
recklessness, relationship security/insecurity, alcohol consumption, substance 
use/abuse and suicidal ideation. It was hypothesised that those participants who 
met the criteria for PTSD were more likely to engage in unsafe sexual practices, 
have fewer relationships, engage in substance abuse (including alcoholism), and 
have a history of suicidal ideation when compared to those who did not meet the 
criteria for diagnosis.
General findings
In this study, 53% of participants reported contemplating self-harm or suicide as a 
result of bullying at school while 40% said they had attempted at least once, and 
30% more than once (see p. 288). Although these results suggested that 
participants were particularly at risk from self-destructive behaviours when they 
were at school, as I pointed out in Chapter 5 (pp. 329-332), there were a number 
of methodological considerations relating to the reliability and validity of these 
findings which suggested that participants may have found it difficult to separate 
out the reasons underpinning their attempts to self-harm or commit suicide. For
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example, it should be recalled that participants in the present study were also 
asked to answer a series of questions relating to self-harming behaviours which 
they believed were the result of factors other than bullying at school, and as the 
results demonstrated 19% reported attempting to self-harm or commit suicide at 
least once with 8% reporting such behaviour more than once. Concordant with the 
findings of Hershberger and D’Augelli (1995), it was argued that the combined 
effects of familial as well as societal homonegativism were also likely to have a 
contributory influence upon participants’ predisposition toward self-destructive 
behaviours, and while an episode of bullying may have precipitated an episode of 
self-destructive behaviour, there may have also been a number of underlying 
factors (including internalised homonegativism) which may have had an impact 
upon participants’ affective state at the time, but were not recalled with any 
clarity.
55% of participants indicated that they had also been bullied or harassed 
either at work or at university/college ostensibly on the grounds of their actual or 
perceived sexual orientation. Comparable with their experiences of bullying at 
school (see Chapter 4, p. 220), participants who reported being bullied in 
adulthood indicated that verbal harassment was used by their peers most 
frequently as a method of intimidation. Interestingly, the dynamics of 
victimisation were very similar to those found in the earlier survey of bullying at 
school in that participants tended to be bullied by their peers rather than by those 
in authority, or older colleagues. Indeed, these findings reinforced Postmes and 
Spears (1998) argument that where discriminatory attitudes, beliefs or behaviours 
are perceived to be a situational norm by the group, members will identify with or 
participate in the resultant antinormative behaviour in order to ensure that they 
will either retain or augment their social status within the peer group, and deflect 
attention away from themselves (cf. Klein, 1946).
With respect to Hawker’s (1997) social ranking theory, participants’ 
scores for suicidal ideation, negative affect, relationship status, sexual behaviour 
and internalised homonegativity were not found to differ significantly on the basis 
of exposure primarily to either agonic or hedonic aggression at school (see Table
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22, p. 294). However, those who were exposed to hedonic methods of 
victimisation achieved higher scores for PTSD than those who were exposed to 
agonic methods, and this provided some support for the hypothesis that those 
participants who primarily experienced agonic aggression would fare better than 
those who experienced hedonic aggression. While no significant differences were 
found between the groups in terms of their susceptibility to depressive illness, it 
was noted that those who were exposed to hedonic aggression at school were more 
likely to suffer from depression than those who were exposed to agonic 
aggression.
In line with both Frable et aVs (1998) and King et alCs (1998) findings, 
participants who were either visible within their communities or supported to 
some degree by friends, family members or teachers fared better in terms of 
negative affect than those who were hidden or recalled receiving little, if any, 
support when they were at school. Furthermore, those who had not disclosed 
their sexual orientation were also found to be more uncomfortable about being 
lesbian, gay or bisexual than those who had disclosed and expressed greater 
discomfort at the possibility of disclosing to another person. In terms of the 
severity of victimisation experienced at school, while analysis of variance found no 
significant differences between the groups, once again the trend suggested that 
there was supporting evidence linking severity with participants’ openness about 
their sexual orientation. Similarly, in terms of PTSD, while differences between the 
groups were not found to be significant, once again, the trend suggested that those 
who had not disclosed their sexual orientation were more likely to suffer from 
symptoms associated with PTSD than those who were ‘open’.
In terms of internalised homonegativity, those who received little support 
at school were not found to differ significantly from those who received some or a 
great deal of support. Similarly, while PTSD total scores for those who received 
no support while they were at school were slightly higher than those who received 
some support or, indeed, those who received considerable support, again the 
differences were not found to be significant aXp= .05.
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With respect to friendships enacted outside school, the results indicated 
that, in terms of negative affect, internalised homonegativity and PTSD, 
participants who spent much of their free time either alone or with one friend did 
not differ significantly from those who spent their free time with a small group of 
friends or many friends. Interestingly, those who recalled spending a great deal of 
their free time after school and during the holidays with more than one friend did 
report more attempts at self-harming behaviour or suicide than those who spent 
their free time either alone or with one friend, and it was suggested that that the 
number of friends an individual had when they were at school was immaterial in 
determining the level of functional support (s)he received. Rather it suggested that 
it was likely that the quality of the individual’s relationship with another that had 
a differential effect upon the efficacy of that support (cf. Hartup, 1996).
Turning to personal relationships, participants’ scores for possessiveness 
were not found to differ significantly from two comparative samples of 
heterosexual undergraduates (bullied and non-bullied). It was also found that those 
participants who scored ‘high’ on severity of bullying recalled significantly more 
same-sex sexual partners (including casual same-sex partners) and relationships 
than those who scored Tow’ in terms of severity of bullying at school (although 
analysis of covariance indicated that these differences were significant when 
bullying in adulthood and recent life events were partialled out). While these 
results reinforced Cahill et a/.’s (1991) comments about sexual recklessness as a 
result of victimisation or abuse in childhood, the fact that the differences between 
the groups’ scores for ‘high’ and Tow’ severity of bullying ceased to be significant 
following ANCOVA implied that, similar to Wyatt et alCs (1992) findings, sexual 
recklessness may also be closely allied to re-victimisation in adulthood rather than 
victimisation solely in childhood or adolescence. Indeed, in line with King et aVs  
(1998) hypothesis, these results suggested that stressful life events occurring 
post-trauma compound the effect of the traumatic experience and while the 
individual may have adjusted having left school, (s)he may have remained 
sensitised to respond to any additional life stressors in a dysfunctional way. 
However, as Bech (1997) pointed out, it is difficult to draw antinormative
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conclusions from higher rates of sexual activity among gay men particularly 
because of the nature of gay culture.
Overall, 17% (20) of participants met the criteria for PTSD. As Table 33 
(p. 318) illustrated, the analysis of covariance (partialling out recent life-events 
and victimisation in adulthood) indicated that participants who met the criteria for 
PTSD were also more likely to suffer from depression and had significantly more 
casual sexual partners than their non-PTSD peers (ratio: 4/1). Although only 17% 
met the criteria for PTSD in this study, 40% reported the regular occurrence 
(‘often’ or ‘always’) of one or more secondary symptoms associated with the 
disorder. While no evidence was found suggesting a relationship between PTSD 
and revictimisation in adulthood, concomitant with Helzer et al.’s (1987) 
observations, the frequency of reports of secondary symptoms was illustrative of 
the fact that there were a number of participants who were hidden from medical 
and psychiatric services and yet were living with the effects of experiences of 
victimisation and harassment on a daily basis.
In the final analysis, the observed variable path model suggested that 
duration of bullying at school had a greater effect upon participants’ perception of 
self than the combined effects of a number of other factors or events (i.e. number 
of suicide attempts, bullying at work/university/college, possessiveness, number 
of relationships and levels of anxiety). Although this model was generally 
supportive of Olweus’ (1993b) findings from his longitudinal study, the results 
suggest that it is necessary to take into account the relative influence of affective 
state and issues such as bullying in adulthood in order to have an appreciation of 
the impact of school bullying upon participants’ life experiences. Indeed, as 
Hershberger and D’Augelli (1995) argued, while I could not discount the impact 
early victimisation had upon the development of lesbians, gay men and bisexual 
men and women, only through an appreciation of other external factors occurring 
in the lives of individuals, was I able to gain some sense of the relative impact of 
this particular variable upon participants’ development (cf. Rutter, 1996).
Chapter 7: Overview and General Discussion 460
Interviews
In Chapter 6, I presented the results from a grounded theory analysis of the 
transcripts from 16 interviews conducted between 1994 and 1997. The areas 
covered in the interview schedule were similar to those covered in the preceding 
studies (i.e. school, adolescence, work or university/college and personal 
relationships). However, whereas the data collected via the questionnaires offered 
a great deal of information relating to experiences of harassment and whether or 
not participants met the criteria for a range of affective disorders, they did not 
suggests how participants perceived such experiences personally, or how they 
believed such experienced continued to affect them daily.
Aims and objectives
As I noted in my discussion of current research on the long-term effects of 
bullying at school (see Chapter 2, pp. 98-106), while longitudinal data suggested 
that there would seem to be few residual effects save a slightly higher 
susceptibility to depression and low self-esteem (see Olweus, 1993b), cross- 
sectional retrospective studies have suggested that there are a number of pervasive 
negative effects including relationship difficulties, poor socialisation skills as well 
as depression and low self-esteem (Gilmartin, 1987; Smith, 1991; Matsui et a l, 
1996). Given that, at the time this study was conducted, there was little 
qualitative data focusing upon the life histories of former victims of bullying at 
school generally, it was hoped that the inclusion of 16 interviews in this study 
would provide a number of insights into the way in which participants viewed 
such experiences and the impact they (the experiences) had upon their lives. 
Furthermore, based upon the recommendations of Fonagy et al. (1994) and 
Mason-Schrock (1996), it was hoped that an exploration of participants’ personal 
accounts of bullying and its long-term effects would provide useful insights into 
the nature of coping and resilience for a group of people that have, until recently, 
been absent from the research literature.
General findings
Based upon the analysis of the transcripts, the categories elicited from the data 
suggested that, from a relatively early age, participants had been sensitised to
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others’ attitudes towards homosexuality, and they had been particularly sensitised 
to the negativity of popular stereotypes of lesbians and gay men. As I noted in 
Chapter 6, some of the comments made by participants when they recalled their 
experiences of school were reminiscent of both Allport’s (1954) and Gallup’s 
(1995) stereotyping hypotheses in that participants were, for the most part, called 
names that related specifically to their sexual orientation, particularly among men, 
and such names tended to focus once again upon perceived homosexual practices, 
gender atypicality, and presumptions of illness/abnormality. Similarly, male 
participants’ comments relating to the way in they were ridiculed by teachers 
were reminiscent of both Goffman’s (1968) and Mac an Ghaill’s (1994) suggestion 
that society and the institutions therein require conformity, and that those who are 
perceived to be different are ridiculed and provided with an alternative ‘out group’ 
status.
At a personal level, the conceptual categories identified in the analysis 
indicated that participants’ fear of being discovered had, in some cases, resulted in 
denial in which individuals tried to disguise any behavioural traits or mannerisms 
they felt would alert peers to their sexual orientation (cf. Frable et al., 1998). 
Furthermore, as the transcripts illustrated despite such efforts, perpetrators 
continued to bully participants because their perceived sexuality had become a 
matter of public knowledge or debate within the school environment.
For some participants anger was found to be both internalised and openly 
expressed: on the one hand, it seemed to be linked to self-criticism, particularly 
with respect to not standing up to the perpetrator(s); on the other, it was related 
to the way in which they (i.e. participants) perceived their treatment at school. 
Indeed, as I noted in Chapter 6, such feelings offered an explanation for higher 
scores for the MAACL subscale for hostility for those who ‘came out’ at or 
before the age of 16 years when compared to those who ‘came out’ later. These 
results suggested that a participant’s decision to disclose her/his sexual orientation 
at school would render them more susceptible to peer condemnation, and, 
perhaps, would have alienated those who potentially may have supported them 
when they were being bullied, and, as a result of both their decision to be ‘open’
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and the subsequent isolation (s)he may have encountered, it was probable that a 
degree of belligerence or reciprocal aggression was necessary in order for her/him to 
be able to continue to go to school. Indeed, such belligerence may have remained 
with participants long after school.
It was also argued in Chapter 6 that one of the potential weaknesses of the 
present research was the absence of measures of temperament which may have 
shed further light upon the types of men and women who were victimised at 
school. However, I argued that the inclusion of measures of temperament were 
problematic given the nature of the study (i.e. its reliance upon retrospection), and 
the makeup of the participant group (i.e. lesbians, gay men and bisexual men and 
women). Indeed, it was suggested that without some index of participants’ 
temperament in childhood and adolescence, there was no way of determining 
whether or not any traits existent at the time of participation in the study were 
also existent in childhood and/or adolescence. Furthermore, given that Olweus 
(1993b) had argued that former victims of bullying behaviour ‘normalized’ (p. 
1179) in adulthood, it was suggested that any behavioural traits or personality 
indices which identified participants as victims when they were children were, 
theoretically, unlikely to be evident several years later.
Having said that, the analysis of participants’ comments relating to their 
adolescent years did suggest that they tended to be isolated and somewhat 
introverted, and they recalled their adolescence as a period in which they felt that 
they had missed out on the ‘wild parties’ and ‘sexual decathlons’ in which so 
many of their peers seemed to have engaged (p. 383). Concomitant with Hamner’s 
(1992) observation relating to access of material resources for those who do not 
constitute members of the ‘in-group’, participants also perceived that they had 
been barred from gaining access to the social and sexual resources usually 
associated with adolescence, which perhaps left them unprepared for adulthood. 
Comments made by one participant who was Hindu reinforced Frable et alCs 
(1998) point about the lack of social support experienced by those who are forced 
to remain hidden and, as I have argued, the prospect of losing one’s family, or 
indeed cultural identity is particularly pertinent for those who have been brought
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up in a tradition where a great deal of emphasis is placed upon kinship as the 
foundation for society.
Although this study had not concerned itself particularly with the ‘sexual’ 
aspects of being lesbian, gay or bisexual, it was clear that, for some participants, 
relationships were a significant feature in their life stories. The grounded theory 
analysis indicated that, for those whose first experience of sex with another man or 
woman had been voluntary, adjectives such as ‘closeness’, ‘pleasure’ and ‘loving’ 
were important descriptors. Some discussed the fact that their first sexual 
experience not only involved being ‘open’ with another person for the first time, it 
also involved a degree of trust and affection which they had not experienced 
before. Having said that, following their first sexual interaction, some participants 
recalled continuing to experience feelings of guilt and shame with which they found 
it difficult to cope.
One of the most interesting features to emerge from the analysis of the 
interview transcripts was the determination by participants to overcome their 
perceived inhibition and lack of confidence, putting experiences of childhood and 
adolescence in the past. Such comments were not only supportive of Olweus’ 
(1993b) conclusion that former victims of bullying behaviour ‘normalise’ in 
adulthood, and do not exhibit symptoms associated with social anxiety or 
introversion; they also suggested that participants demonstrated a resilience 
similar to that found by King et al (1998) in their study of long-term effects of 
combat trauma (i.e. they saw negative live events as personal challenges).
While participants had received very little external support when they 
were at school, the importance they attached to the receipt of support in later life 
was reinforced by their comments about ‘coming out’. While no one had been 
forced to leave their home, or ceased to have contact with parents and siblings; 
some participants recalled ‘coming out’ as being a slow experience which was 
preceded by a period of intense sadness or depression (this was found to be 
particularly the case among older gay and bisexual men who, perhaps, had been 
accustomed to hiding their sexual orientation from others). In addition, it was also
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found that being ‘out’ did not necessarily invalidate feelings of insecurity and 
unease in public, and this was related to participants’ awareness of the attitudes of 
those around them. Concomitantly, while peers were found to be generally 
accepting of participants’ sexual orientation, a few also recalled losing one or two 
friends. However, the transcripts did show that the gay community played a 
pivotal role in offering both advice and counselling to those participants who 
found it very difficult to tell their families that they were lesbian, gay or bisexual. 
These comments reinforced the points made by both Rothblum (1990) and Bridget 
(1995) relating to the importance of providing counselling and support services for 
young people going through the process of ‘coming out’. In addition, they were 
also illustrative of the findings from both King et al.’s (1998) study among 
Vietnam war veterans, and Frable et o/.’s (1998) study of concealable stigmas, 
both of which suggested that social support by either family members and/or 
similar others not only reduces feelings of isolation and negative se lf perceptions, 
but promotes both resilience and recovery following trauma.
In terms of personal relationships, when participants were asked about 
issues relating to the initiation of relationships, the analysis suggested that some 
were hesitant about entering into an intimate relationship because their experiences 
at school had left them socially unskilled. In addition, it also suggested that once 
they were in a relationship, concerns about the ability to maintain it successfully 
arose, and some commented upon the permissive nature of those relationships 
(particularly those of gay and bisexual men) which was felt to undermine the level 
of commitment one or other partner brought to them. However, it was argued that 
many of those concerns expressed by participants would also be found in a study 
of relationships generally (whether heterosexual or homosexual). Furthermore, as 
Cahill et al (1991) pointed out, issues such as feeling trapped or being overly 
possessive are commonly reported in studies exploring the nature of intimate 
relationships among participants who have suffered abuse or experienced trauma 
in childhood, and therefore should not be seen as being specific to the relationships 
of participants in this study.
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General Overview and Conclusions
The results from this thesis suggest that despite the nature and severity of the 
bullying participants experienced at school, many overcame it successfully. While 
there was some evidence supporting the assertion that lesbian, gay and bisexual 
former victims of bullying behaviour were prone to depressive tendencies when 
compared to other groups (heterosexual bullied and non-bullied, and lesbian, gay 
and bisexual non-bullied), this was only one result from a battery of measures 
which indicated that, contrary to the hypotheses expounded by Olweus (1993b) 
and Gilmartin (1987), there was little evidence of long-term anxiety among 
participants or, indeed, insecurity within intimate relationships. Although the 
qualitative analysis of the 16 interview transcripts suggested that some of the 
issues raised by Olweus and Gilmartin were of concern for participants, there was 
little evidence to suggest that these concerns were realities. Having said that, 
participants did comment that they felt they had missed out on a significant part 
of their social and sexual development during adolescence, and it is suggested that 
this could have had a detrimental effect upon their early attempts to initiate both 
social and sexual relationships in later life.
A symptomology analogous with PTSD was found in 17% (20) of 
participants who were bullied at school as a consequence of their actual or 
perceived sexual orientation. Although this suggests that PTSD may not be a 
factor that affects the majority of former victims of bullying, where it is indicated 
a number of other health-related factors come into play. Participants who met the 
criteria for PTSD were found to be more likely to suffer from depression and had 
significantly more casual sexual partners than their non-PTSD peers. These 
findings are similar to research focusing upon the long-term impact of sexual abuse 
in childhood and revictimisation in adulthood which also shows a propensity for 
survivors to have a large number of transient sexual partners.
One of the most significant results to emerge from this study is 
undoubtedly the number of participants who contemplated or attempted self­
destructive behaviours (self harm/suicide) when they were being bullied at school. 
However, while one should not dismiss the gravity of the findings, a note of
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caution must be added. As Bagley and Tremblay (1997) have pointed out in their 
study of suicidal ideation and parasuicidal behaviour among 18-27 year old 
Canadian males, gay and bisexual oriented men account for no less than 62.5% of 
suicide attempters. This suggests that, in addition to tackling homonegativism in 
the classroom, we should also be looking at ways to challenge societal 
homonegativism ensuring that lesbian, gay and bisexual individuals never reach a 
point at which they decide to end life because of their sexual orientation.
While this study does not necessarily paint a picture of long-term trauma 
for the majority of lesbians, gay men and bisexual men and women bullied at 
school, it does represent a considerable body of evidence identifying the nature 
and correlates of homonegativism within educational institutions. Given some of 
the positive outcomes found in the study of psycho-social correlates and long­
term effects, it is suggested that researchers should begin to focus more intently 
upon coping strategies and resilience among marginalised groups, and seek to 
determine why some former victims of bullying successfully negotiate adulthood 
while others do not. It would also be true to say that we should not underestimate 
the value of those who support lesbian, gay and bisexual youth and their families 
in helping them overcome the experiences of violence or harassment in childhood 
and/or adolescence.
Current and Future Research
As noted above, based upon the results presented in this thesis, it is evident that 
longitudinal research is required to determine why some former victims of bullying 
are successful in overcoming adversity and why others are not. As Einarsen(1996) 
has recently pointed out in his study of the psycho-social correlates of work place 
bullying, cross-sectional studies provide only a static approach to understanding 
bullying, and a much more dynamic framework is required if we are to understand 
the nature, correlates and long-term effects of such behaviour. In addition, while 
this thesis has provided a number of theoretical bases upon which to ground 
research into bullying behaviour, it would be true to say that, apart from the recent 
study by Hawker (1997), much of the work into this particular phenomenon has 
remained atheoretical. While, in and of itself, this should not be seen as a criticism
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of those studies that have had an applied focus, within the academic context of 
research there is, perhaps, a need for the development of an independent 
theoretical structure for future investigations of bullying behaviour which may 
provide further insights into the antecedents, expression and ramifications of this 
all too common childhood experience.
With respect to homonegativism particularly, the reliance of researchers 
upon retrospective data collection techniques is a cause for concern. While it 
would be true to say that it remains very difficult to access large random samples 
of school-aged lesbians, gay men and bisexual men and women, currently 
D’Augelli and his colleagues at New York University (D’Augelli, 1999, personal 
communication) are undertaking a longitudinal study of the effects of victimisation 
upon the mental health of 405 youth (aged between 15-18 years at the start of 
data collection) attending gay support facilities in New York State. This study has 
a number of objectives which will provide a much more clear picture of many of 
the associations explored in this thesis, by interviewing participants regularly over 
a period of three years.
Undoubtedly, one of the weaknesses in this thesis is the fact that lesbian 
and bisexual women constituted approximately only one quarter of the participant 
group. Although the results suggested that their experiences of peer victimisation 
were no less serious than those experienced by gay, bisexual or transgendered men, 
their under-representation within the data set was regrettable. Indeed, as the 
results from the survey of bullying at school suggest, lesbian and bisexual women 
experienced more verbal aggression at the hands of their peers than those women 
who participated in Pilkington and D’Augelli’s (1995) study, and further research 
is required to determine whether or not these findings represent a general trend in 
the life experiences of lesbians and bisexual women victimised at school. In 
addition, apart from Kitzinger’s (1987) early work on the social construction of 
lesbianism, there have been few large scale empirical investigations of growing up 
and living as a homosexual or bisexual women in the United Kingdom, and this 
represents a noticeable void in our understanding of the developmental processes 
underlying the formation of lesbian identities. Concomitantly, as Rothblum (1990)
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and Bridget (1995) have argued, we also need to consider the implications of 
research which under-represents lesbian and bisexual women in relation to the 
provision of support offered by statutory and voluntary agencies, help lines and 
befriending groups.
Similarly, within this study, issues relating to the development of young 
lesbians, gay men, bisexual and transgendered men and women from ethnic 
minority groups were only briefly alluded to in Chapter 6 where I have referred to 
the comments made by Suresh during his interview. Homosexuality and 
bisexuality feature in the majority of societies and cultures, and there is a need for 
research focusing upon the experiences of men and women who grow up lesbian, 
gay, bisexual or, indeed, transgendered within non-western traditions. 
Furthermore, as Khan (1994) pointed out, where cultural expectations or values 
are placed upon men and women who have been brought up in a tradition which 
negatively appraises homosexuality and places a great deal of emphasis upon 
marriage and the importance of kinship, those who identify as lesbian or gay are at 
risk of losing both their families and their cultural identity (see Williams, 1992).
Although D’Augelli and his colleagues have been able to undertake research 
with lesbian, gay and bisexual youth as a result of their liaison with various 
support facilities in the state of New York, Savin-Williams (1998) has recently 
shown in his study of young gay men’s life stories, that research with school- 
based populations is very difficult to conduct given that few schools or, indeed, 
individual teachers feel able to support young men and women who are 
questioning their sexuality. This is particularly so in the United Kingdom, where 
the lack of central guidance offered by the Department for Education and 
Employment, and the continued uneasiness surrounding Section 28 of the 1988 
Local Government Act (which prohibits the ‘promotion’ of homosexuality by 
local authorities and their officers), has meant that teachers (particularly those in 
schools funded by the local authority) have remained uncertain as to whether or 
not they can offer advice to pupils who approach them.
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Indeed, the above point has been reinforced recently by researchers at the 
University of London’s Institute of Education who undertook a survey of 1,000 
schools’ approaches to dealing with homonegativism sponsored by Stonewall and 
the Terrence Higgins Trust (see Douglas, Warwick, Kemp and Whitty, 1997). 
Although just over 300 schools eventually returned completed survey 
questionnaires, the findings suggested that 82% of those that participated were 
aware of incidents of homonegative verbal bullying taking place on their property, 
and that 26% reported being aware of homonegative physical abuse. They also 
found that some teachers felt that comments about a person’s sexuality were more 
likely to be tolerated by colleagues than comments about a person’s race:
If you look at things like racial comments, it’s like racial comments amongst 
staff are not on now, that is taboo, but making comments about people being 
gay it seems to be OK [sic] and I’ve had comments made within my earshot (p.
23).
When the researchers considered those factors that had hindered schools in 
developing policies challenging homonegative bullying at school, they found that 
parental disapproval (19.7%) and staff inexperience (17.4%) had been the 
strongest predictors, while 82% of respondents also reported that the lack of 
clarity surrounding the applicability of Section 28 of the 1988 Local Government 
Act had also been a contributory factor. In terms of supporting lesbian, gay and 
bisexual pupils, while 61% of schools indicated that they knew of the existence of 
such pupils, only 15% referred to lesbian and gay issues within their policies of 
confidentiality.
In their recommendations arising from the survey, Douglas et al. (1997) 
called for the inclusion of a statement relating to anti-gay/lesbian/bisexual bullying 
into whole-school policies, the further development of HIV/AIDS resources for 
schools, in-service training days for teachers about bullying, introducing the ideas 
of diversity and difference into good citizenship programmes, promoting 
confidentiality and equal opportunities and, finally, repealing Section 28 of the 
1988 Local Government Act, thus removing the psychological barrier which seems 
to have prevented so many schools from actively supporting young lesbians, gay 
men and bisexual men and women as they ‘came out’. Should these
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recommendations be accepted by the Government, some assessment of their 
effectiveness in reducing homonegativism at school will be required.
Ultimately, this thesis has shown that it remains very difficult to develop 
research using potentially ‘vulnerable’ groups within society without using 
innovative methodologies that incorporate both prospective and retrospective data 
collection techniques. While such studies may present a number of challenges for 
the researcher, particularly with respect to issues of validity and reliability, they 
provide a useful framework for the development of future investigations by 
offering an overview of the issues relevant to the study of a particular group 
within society, and by assisting the researcher in the construction of appropriate 
research questions and hypotheses.
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Appendix 1 1
Department of Psychology
Tel: +44 (0)1582 489302 
Fax: +44 (0)1582 489358 
e-mail: IAN.RIVERS@LUTON.AC.UK
Dear
Project Update
Firstly, I would like to thank you for your continuing participation in this project, I 
realise that it is taking far longer than w e all anticipated. There have been a 
numberof problems relating to funding, particularly by outside organisations. A new 
proposal for funding has been submitted to the Nuffield Foundation and they h ave  
undertaken to give me a reply within eight weeks, so keep your fingers crossed!
The results from the study w ill be published in the March edition of 'Pastoral Care 
in Education', I received the proofs for correction last week. If you would like copies 
of the finished article, just drop me a line or two and I w ill send them to you.
I am very interested in any comments you have about the study, particularly if you 
think there are issues I am failing to address. Similarly, if you have any concerns 
about being interviewed, please do not hesitate to get in contact with me. My 
telephone numberis often on'voice-mail' but U check it regularly and w ill get back 
to you the same day.
If you decide that you would rather not be interviewed by me, would you consider 
being sent a copy of the questions and audio-tapes to record responses? I know th a t  
being interviewed by a stranger can be very d ifficult.
Have a great time over the Christmas and N ew  Year holidays, and I w ill contact 
you again in February when I know the outcome of the funding application.
Ian Rivers
Appendix 1 2
Department of Psychology
Tel: +44(0)1582489302
Fax: +44 (0)1582 489358 
e-mail: lA N .R IV ERSêLlîTO N .A C.U K
15th October, 1995
Dear
Project Update
I would like to thank you for com pleting and returning the questionnaire I sent to you 
over the Summer months. The overall return rate has been better than I could have hoped, 
and I appreciate the time and care you have taken in participating in this project.
In September, I announced the preliminary results at the University o f Lund, Sweden. 
The results were also reported in the local newspapers in Luton and by various local radio 
stations. I have enclosed a photocopy o f the article published in one o f the local papers ‘ 
The Luton N ew s’. A further article will be published by the National Youth Agency over 
the coming months outlining the results o f the project. If you would like to receive a copy 
of that article free o f charge, please indicate this on the sheet overleaf.
Due to the difficulties in funding, it is still im possible for me to conduct as manv 
interviews as I would like, and I am writing to ask whether or not you would be willing to 
answer some further questions on audio tape? These questions relate to significant events 
in your life from school age onwards, and the way in which they have shaped your life  
today. I will supply the materials (audio tape, questionnaire and pre-paid return 
envelope), and I am very sorry that I cannot conduct the interviews in person. If you  
agree to put your thoughts down on audio tape, I guarantee absolute confidentiality as 
always and I will send you a copy o f  the transcript when complete. In addition, if  you 
wish it, I will return the tape to you so that you are assured that it will not be used by 
anyone else.
If you feel you can help the project further in this way, I would be grateful if  you could 
complete the consent form and return it to me in the pre-paid envelope provided.
With best wishes and thanks for your continued support.
Ian Rivers
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CONSENT FORM
I WOULD/WOULD NOT* like to receive a copy to be published by the 
National Youth Agency in their magazine ‘ Young People Now’.
I am ABLE/UNABLE* to agree to your request.
(* delete as appropriate)
If you have agreed to answer questions on audio tape, please indicate if 
you would like a copy of the transcript and the tape returned to you:
A copy of the transcript YES/NO
The tape returned YES/NO
Name & Address .....................................................
Postcode
Please return this form in the pre-paid envelope provided to : Ian Rivers, 
Department of Psychology, University o f  Luton, Park Square, LUTON,
Appendix 1
Department of Psychology
Tel: +44(0)1582 489302 
Fax:+44(0)1582 489358
e-mail: IAN.RIVERS® LUTON.AC.UK
18th July, 1996
Dear
Project Update
I thought I would take this opportunity to write to you to keep you up-to-date with the 
latest developments with the project. So far, 1996 has proven itself to be a very successful 
year in terms of raising general awareness about the issue of bullying in schools for 
lesbian, gay and bisexual teenagers. As always, you support has been invaluable, and I 
am very pleased to be able to tell you about the progress we have made over the last three 
years.
1 ) Research Funding
I am very pleased to report that the Froebel Educational Institute awarded the project a 
grant of £500:00 in order to continue the research. Although the sum was small, it was 
very welcome and has enabled me to gather more information and begin the process of 
analysis and write-up. By the Summer of 1998, I hope to have transformed all the 
information you have given me over the past three years into a book which focuses upon 
the homophobia in schools and its long-term effects.
2) How the Research is Currently Being Used
There has been a great deal of interest in this research recently. In the past, I wrote to you 
telling you about the interest of the National Union of Teachers (NUT), well, this year 
they have invited me to give a keynote speech about bullying at their Conference of 
Lesbian and Gay Issues in Education. I think this is an important and timely step forward 
following the statement by the leader of the National Association of Schoolmasters and 
Union of Women Teachers (NASUWT) that homosexuality should not be taught in 
schools. In addition, I recently received a telephone call from one Local Education 
Authority representative who wishes to incorporate the results from the project into a 
general policy on bullying in schools. This policy will take effect in 1997.
In May this year, Dominic Davies and Charles Neal launched their book entitled "Pink 
Therapy" which includes several references to this research. I hope you will agree that the 
inclusion of material alluding to the project and its findings is an important step forward 
in drawing attention to the long-term suffering bullying can cause. If anyone is interested 
in buying this book, the details are as follows:
• 'Pink Therapy: A Guide for Counsellors and Therapists Working with Lesbian,
Gay and Bisexual Clients'. Edited by Dominic Davies and Charles Neal. Published by 
The Open University Press.
Looking further a field, the Department of School Education in New South Wales 
(NSW), Australia, have incorporated some the work from the project into a new pack for 
schools called "A Resource for Teachers Against Violence". Copies of the pack will be 
distributed to all 40,000 schools in NSW very soon. Last month, I was fortunate enough 
to be invited to the United States to talk about this research. While I was there, I was
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asked to write a chapter on bullying for two new books. Both books will appear towards 
the end of next year in the UK, USA and Canada. The books are called:
• 'Lesbian, Gay and Bisexual Youths: Implications for Developmental 
Intervention.' Edited by Anthony R. D'Augelli and Charlotte J. Patterson. Published by 
Oxford University Press.
• 'Often Invisible: Working with Gay and Lesbian Youth'. Edited by Margaret 
Schneider. Published by Central Toronto Youth Services.
So, keep an eye out for them!
3) Media Coverage
Some of you may have seen the April Issue of 'Gay Times' which focused on youth 
issues. The project was featured in Terry Sanderson's article entitled "A Hidden Tragedy: 
Lesbian and Gay Youth Suicide" (pages 16-18) which outlined some of the issues you 
have raised through either the questionnaire or interview.
In case any of you wondered what I sound like (if not look like), I was interviewed for 
'Out This Week' [Radio 5 Live] and, more recently, by the BBC World Service about the 
difficulties young lesbians, gay men and bisexual men and women face in school. The 
Radio 5 broadcast went out on Sunday, 12th May, and, according to my mother I sounded 
so grand my father did not recognise my voice! I am afraid I do not know when the 
World Service Broadcast went out. However, I think the important thing is that people are 
beginning to take notice, and that they are willing to talk about lesbian, gay and bisexual 
youth issues.
4) Being Interviewed by the Media
I have been asked on a number of occasions whether or not I knew of anyone who would 
be willing to talk on the TV or radio about their experiences of growing up lesbian, gay or 
bisexual. It is the policy of this project, that confidentiality will not be broken under any 
circumstances, and I will continue to safeguard your privacy in the future. However, you 
may feel that you want to speak out against some of the issues facing lesbian, gay and 
bisexual youth today, and that you would be willing to talk to the media. If this is the 
case, I would be grateful if you could drop me a line expressing your willingness to talk 
to reporters etc. Then, if any future requests are made, I could discuss them with you. I 
guarantee that under no circumstances would media representatives be given your 
home/work address or telephone number. As with all such requests, I would contact you 
with the reporters name and telephone number, and it would be at your discretion to call 
him/her back.
And Finally...
Those of you who kindly agreed to be interviewed will shortly be receiving copies of the 
interview transcript along with the tape (where applicable). I am sorry it has taken me so 
long to finish the transcripts and return the tapes. Thank you for being so patient.
Ian Rivers
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Department of Psychology
Tel: +44(0)1582 489302
Fax: +44 (0)1582 489358 
c-mail: I AN. R1 VERS <a LUTON. A G  U K
24th October, 1996
Dear
Project Update
Once again, I thought I would take this opportunity to keep you informed about the 
progress of the research project in which you have participated. By next February, the 
project will be into its fourth year, and as I wrote in my last Update on the 18th'July, 
1996 has been very successful. Not only did the project finally receive funding from the 
Froebel Educational Institute, but we began to see some organisations take notice of some 
of the issues you have raised through your questionnaires and interviews.
1) News from Australia
The Department of School Education in New South Wales (NSW), Australia, has now 
published their new pack for schools called "A Resource for Teachers Against Violence" 
which incorporates an article from the project focusing on the long-term effects of 
homophobia in schools. The pack is very wide-ranging and tackles a range of issues 
related to violence in schools including: bullying; domestic violence; violence against 
lesbians, gay men and bisexual men and women; and sexual harassment. I think it is 
excellent, and addresses many of the issues both teachers and local education need to be 
aware of in order to ensure the safety of young people in the classroom and school yard.
3) Media Coverage
Paul Smith from 'The Dig Issue' (Northern Edition) recently got in contact with me for an 
article he was writing on gay bullying. Although I was only able to speak to him very 
generally about the issue (I was on holiday at the time), it seems that we are certainly 
getting a lot of people interested in the project. Indeed, Paul tells me that someone at the 
Crewe and A1 sager Faculty of the University of Lancaster has also started up a project 
looking at gay bullying. I think the more people that highlight this issue the better, and 
hopefully both projects will reinforce the need for action to be taken in our schools.
3) Future o f the Project
I am not quite sure how long the project will go on for. I do not foresee me continuing 
indefinitely, as resources are even more sparse than before (Higher Education cuts etc.), 
however, I will continue to keep you informed about developments although it is very 
unlikely that I will be collecting any more data from June next year.
I hope all is well with you and thank you again for your support.
With best wishes.
Ian Rivers
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Tel: +44(0)1582489302
Fax: +44(0)1582489358 
e-mail: lAN.RIVERS@LUTON.AC.UK
10th April, 1997
Dear
Project Update
It has been nearly four months since I sent you the last update. Since then I am happy to 
report that there have been a number of developments which I feel have made the project 
very worthwhile. I have decided to stop collecting data via questionnaires, although I am 
still undertaking interviews at this stage. Over 190 lesbians, gay men and bisexual men 
and women have completed bullying questionnaires, 140 have completed the life history 
questionnaires and 20 have been interviewed. Over the next few months, I will be taking 
time out from the University of Luton to analyse the data and write it up. I can still be 
contacted through the University at the address given above.
1) Foyle Friend Conference
In February, I was asked to speak at a conference organised by Foyle Friend in Derry. As 
you will see from the attached newspaper clipping, this project made a significant impact 
and I am hopeful that this will be followed up by practical initiatives to reduce anti- 
lesbian/gay/bisexual abuse in Northern Ireland.
3) Fifth European Congress o f  Psychology, Dublin, Éire
In July, I will be presenting the results from the entire project at the Fifth European 
Congress of Psychology which is to be held in Dublin. Shortly afterwards I hope to have 
both the results and recommendations ready for publications. I will be sending you a copy 
of the major findings from the project as soon as possible after that.
3) Lesbian and Bisexual Women
I would be very grateful if any women who have participated in the study and have not 
been interviewed would be willing to discuss some of their experiences of school, 
adolescence, relationships and working life with me over the next two/three months. For 
those living in London or the home counties, the interviews take no more than one and a 
half hours to complete and can be conducted either at the university or at home. Where 
travelling is not feasible, I can send participants a copy of the interview schedule and an 
audio-tape upon which to record answers (postage will be paid by myself), I feel that it is 
important to have a balanced view of the experiences of both men and women in order to 
make recommendations that are equally applicable to lesbians and bisexual women as 
they are to gay and bisexual men. Any help will be greatly appreciated.
4) The Last Word...
Although the project is now ending, I will be continuing my research into lesbian, gay.
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bisexual and transgendered developmental issues. I hope that you have found this project 
worthwhile, and that you feel that I have kept you fully informed about the way in which 
your contribution has been used.
Thank you for all your support.
Ian Rivers
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rrt e f  #Two in five 
young gays 
attempt suicide
ONE IN two young gays consider 
suicide as a result of school 
bullying, while 40 per cent 
actually try to kill themselves, 
the first annual Foyle Friend 
conference heard at the 
weekend.
Ian Rivers, a psychology 
lecturer at Luton University, 
told St. Columb's Park House 
delegates tha t teachers had^ 
to  be m ade aw are of the" 
im pact bo th  physical and 
verbal hom ophobia could 
have on gay teenagers.
R ivers, w ho recently 
conducted  a  study  on the 
v ictim isation of gays, said 
society  was losing out on 
great "talent*.
"Over 50 pe r cent of the  
people w ho partic ipated  In 
my study had contem plated 
suicide as a  result of their 
bullying experiences at 
school," he revealed.
"Forty percent had actually 
a ttem pted suicide, and 30 per 
cent had a ttem pted  on more 
than one occasion.
"Seventy-tour pe r cent ol 
the sam ple reported  playing 
truan t o r feigning illness 
regularly.
"In addition, a num ber of 
participants left school with 
lew. If any, qualifications, and 
only re tu rned  to  full-time
education som e years later."
In a session  on The 
C hurches and th e  Lesbian 
and Gay Community, 
conference delegates heard a 
Jesuit priest call lor Christian 
com m unities to  deal with the  
"ignorance and anxiety" 
surrounding gay issues.
Fr. Donal Godfrey. SJ. cited 
Cardinal Hume, w ho recently 
s ta ted  tha t no th ing in the  
C hurch 's teaching could be 
used to  suppo rt o r  sanction , 
even implicitly, the  
victim isation of hom osexual 
men and women.
"Homophobia should have 
no place among Christians, 
w hatever a particu lar church  
may teach about sam e sex 
relations." said Fr. Godfrey.
“M any d ioceses  and 
churches in o th e r parts  of 
the w orld have a  formal 
m inistry to  gay and lesbian 
people, which extends a hand 
of friendship. And a similar 
app roach  is needed  in 
Ireland.
"D espite m uch chu rch
teaching, it is abundan tly  
c lear that homosexual people 
do su tler from prejudice, a 
p rejudice to w hich the 
c hu rches  have at tim es 
contributed.*
Lesbian
parenting
Family law b a rris te r 
E lizabeth W oodcraft, who 
spoke on Lesbian Parenting, 
informed the conference that 
research  show ed that lesbian 
were good, loving, nurturing 
m others.
"Judicial a ttitu d es  to  
lesbian  parenting  have 
softened as social a ttitudes 
change and m ore research  is 
carried out," she said.
Ian Ferguson, of th e  
M etropolitan  Police, 
recounted  how  English police 
forces had estab lished  
con tacts and tru s t with gay 
com m unities there.
A founder m em ber of 
‘Lesbian and Gay Police 
A ssociation’, Ferguson said 
the accep tance  of gay men 
and women with the police 
had had a ripple affect and 
that the force's a ttitude  to 
the w ider gay com m unity had 
im proved as a result.
"The police serv ice  is 
required to provide a non- 
d iscrim inatory service to  the  
public and community.* he 
explained.
“By recognising tha t it 
reflects society, by having 
lesbian and gay staff working 
within it, it should show  the 
public that it will deal with 
their issues fairly.*
Anya Palmer, from the  
Stonewall lobby group, 
pointed out. however, that 
many laws d id no t app ly  
equally to  hom osexuals and 
heterosexuals.
She claim ed two gay men 
had been fined thousands of 
pounds for gross indecency 
in a wood at night, while a  
he terosexual coup le  w ere 
fined S50 for com m itting 
similar acts on a train - in full 
view ol all th e  o th e r  
passengers.
Politicians in 
attendance
Saturday's conference was 
a ttended  by a round  six ty  
educationalists, trade  union 
leaders, chu rch
representatives, and Gardai 
and RUC personnel.
M embers of the  UUP. Sinn 
Fein, the  Alliance Party, the  
PUP and th e  W omen's 
Coalition w ere also present.
Delegates w ere enterta ined 
by tw o dram a groups. 
Ridiculissimus and the First 
Call Youth Theatre, the  la tte r 
perform ing a poignant 
"coming o u t' sketch  entitled 
"Fifty Ways to  Tell Your
M other".
C onference o rgan iser 
Jam es Grant said the  event - 
which set ou t to  stim ulate 
d ialogue and discussion  - was 
an “eye-opener* lor som e ol 
the  delegates.
"We d id n 't  se t ou t to  
p reach  to  th e  converted ." he 
said.
"The idea was to  encourage 
peop le  in th e  various 
different sec to rs  of society  to 
give a  g rea te r priority  to  gay 
issues.
"B ecause o f th e  conflict 
here , g e ttin g  peop le  to  
p rio r itise  th e  is su e  is 10 
tim es as difficult as it might 
be e lsew here . People  have 
been su ppo rtive  here  but not 
suppo rtive  enough to  table 
gay rights m otions.
"But o n e  of th e  unionist 
rep resen ta tives a t Saturday 's 
con fe ren ce  h a s  now  
p rom ised  to  tab le  a m otion at 
his p a rty  conference la te r in 
th e  year."
Further events
Next m onth . Foyle Friend 
will be  he lp ing  o rgan ise  
events to  coincide w ith the 
arrival in D erry of Ireland's 
tw o Aids qu ilts , b o th  of 
w hich  fea tu re  s q u a re s  for 
each pe rso n  w ho has died 
from the  illness.
And the  group is proposing 
to  hold its annual Gay Pride 
festival in early  July.
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SENIOR
QUESTIONNAIRE FOR STUDENTS
School ................................  Date   199...
Grade and Class ......................
You will find questions in this booklet about your life in school.
There are several answers next to each question. Each answer has a 
letter in front of it. You answer by putting a circle around one.of the 
answers.
1. Are you a girl or a boy? A girl (0)
B boy (1)
If you are a girl, put a circle around A. If you are a boy, draw the 
circle around B. Has everybody done that?
Now, let's take another question.
2. How do you like recess time? A dislike very much (0)
B dislike (1)
C dislike somewhat (2)
D neither like nor
dislike (3)
E like somewhat (4)
F like (5)
G like very much (6)
Put a circle around the letter that describes how you feel about recess 
time. If you like recess, put a circle around the letter in front of 
"like", that is, the letter F. If you dislike recess very much, put a 
circle around the letter in front of "dislike very much", that is, the 
letter A, and so on. Go ahead and circle how you feel about recess.
Don't put your name on this booklet. No one will know how you have 
answered these questions. But it is important that you answer carefully 
and how you really feel. Sometimes it is hard to decide what to answer. 
Then just answer how you think it is. If you have questions, raise your 
hand.
Most of the questions are about vour life in school this term, that is, 
the period from start of school after summer vacation till now. So when 
you answer, you should think of how it has been in this period and not 
only how it is just now.
Copyright: Dan Olweus, 1989 R
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ABOUT FRIENDS
How many good friends do A none (0)
you have in your class? B I have 1 good friend (1)
in the class
C I have 2 or 3 good (2)
friends
D I have 4 or 5 good ' (3)
friends
E I have many good friends (4)
in the class
How often does it happen 
that other students don't
A it hasn't happened this 
term
(0)
want to spend recess with 
you and you end up being
B it has only happened 
once or twice
(1)
alone? C now and then (2)
D about once a week (3)
E several times a week (4)
5. Do you feel lonely at school? A no, never (0)
B yes, once in a while (1)
C now and then (2)
D fairly often (3)
E often (4)
F very often (5)
6. Do you feel you are less well A no, never (0)
liked than other students in B yes, once in a while (1)
your class? C now and then (2)
D fairly often (3)
E often (4)
F very often (5)
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ABOUT BEING BULLIED
Here are some questions about bullying. We say a student is being 
bullied when another student, or a group of students, say nasty and 
unpleasant things to him or her. It is also bullying when a student is 
hit, kicked, threatened, locked inside a room, and things like that. 
These things may take place frequently and it is difficult for the 
student being bullied to defend himself or herself. It is also bullying 
when a student is teased repeatedly in a negative way.
But it is not bullying when two students of about the same strength 
quarrel or fight.
How often have you been 
bullied in school this
A I haven't been bullied 
in school this term
(0)
term? B it has only happened once 
or twice
(1)
C now and then (2)
D about once a week (3)
E several times a week (4)
A I haven't been bullied (9)
this term 
B I have been called nasty (1)
names about my race or 
colour
C I have been called nasty (2)
names in other ways 
D I have been hit, kicked (3)
and similar things 
E I have been bullied in other (4) 
ways (for example threatened or 
locked indoors), describe how:
9. In what grade is the student A 
or students who bully you?
B
C
D
E
F
I haven't been bullied (9)
in school this term
in my class (1)
in a different class (2)
but same grade as me
in a higher grade (3)
in a lower grade (4)
in different grades (5)
8. In what way have you been 
bullied in school? (If 
you haven't been bullied 
this term, just circle A.)
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10. Have your been bullied by A I haven't been bullied (9)
one or several students? this term
B mainly by one boy (1)
C by several boys (2)
D mainly by one girl (3)
E by several girls (4)
F by both boys and girls (5)
11. About how many times have A no time (0)
yon been bullied in the last B once (1)
5 davs at school? C twice (2)
(Don't include the weekend.) D 3 or 4 times (3)
E 5 or more times (4)
12. How often do the teachers A I don't know (0)
try to put a stop to it B almost never (1)
when a student is being C once in a while (2)
bullied in school? D now and then (3)
E often (4)
F almost always (5)
13. How often do other students A I don't know (0)
try to put a stop to it B almost never (1)
when a student is being C once in a while (2)
bullied in school? D now and then (3)
E often (4)
F almost always (5)
14. Have any of your teachers or A I haven't been bullied (9)
your counsellor talked with in school this term
you about your being bullied B no, they haven't talked (1)
in school? with me about it
C yes, they have talked (2)
with me once or twice
D yes, they have talked (3)
with me several times
15. Has your mother or father A I haven't been bullied (9)
talked with you about your in school this term
being bullied in school? B no, they haven't talked (1)
with me about it
C yes, they have talked (2)
with me once or twice
D yes, they have talked (3)
with me several times
16. About how many students in A none (0)
your class have been bullied B 1 student (1)
this term, do you think? C 2 students (2)
(Also count yourself, if D 3 students (3)
you have been bullied this E 4 students (4)
term.) F 5 students (5)
G 6 or more students (6)
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17. Now think back to what it
5
A I wasn't bullied last (0)
was like last soring. - How spring
often were you bullied in B it only happened once or (1)
school last spring (from twice
Christmas to summer vacation)? C now and then (2)
D about once a week (3)
E several times a week (4)
18. Now think about this term A I haven't been bullied (0)
aaain. - How often have vou on my way to and from
been bullied on vour wav school
to and from school? B it has only happened 
once or twice
(1)
C now and then (2)
D about once a week (3)
E several times a week (4)
19. How often does somebody try A I don't know (0)
to put a stop to it when a B almost never (1)
student is being bullied on C once in a while (2)
his or her way to and from D now and then (3)
school? E often (4)
F almost always (5)
20. How often do other students A never (0)
say nasty and unpleasant B once in a while (1)
things to you? C now and then (2)
D fairly often (3)
E often (4)
F very often (5)
21. How do you usually feel when A I don't feel much (0)
you see a student being B I think it's a bit (1)
bullied in school? unpleasant
C I think it's unpleasant (2)
22. What do you usually do when A nothing, because it's (0)
you see a student of your none of my business
age being bullied in school? B I don't do anything, but (1)
I think I ought to help 
C I try to help him or her (2) 
in one way or another
23. Have you told any of your A I haven't been bullied (9)
teachers or your counsellor this term
that you have been bullied? B no, I haven't told them (1)
C yes, I've told them (2)
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24. Have you told your mother A I haven't been bullied (9)
or father that you have been this term
(1)
(2)
bullied? B
C
no, I haven't told them 
yes, I've told them
25. Have you been bullied A no, I havent' been (0)
anvwhere else this term? bullied anywhere else
' (1)
(2)
(3)
B
C
D
yes, in the street where 
I live
yes, at a youth club 
yes, somewhere else 
(say where :) ............
-
ABOUT BULLYING OTHER STUDENTS
26. How often have you taken A I haven't bullied other (0)
part in bullvina other students in school this
students in school? term
B it has only happened (1)
.once or twice
C now and then (2)
D about once a week (3)
E several times a week (4)
27. About how many times have A no time (0)
you taken part in bullying B once (1)
other students in the last C twice (2)
5 davs at school? D 3 or 4 times (3)
(Don't include the weekend.) E 5 or more times (4)
28. Have any of your teachers or 
your counsellor talked with 
you about your bullying other
A I haven't bullied other 
students in school this 
term
(9)
students? B no, they haven't talked 
with me about it
(1)
C yes, they have talked 
with me once or twice
(2)
D yes, they have talked 
with me several times
(3)
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29. Has your mother or father 
talked with you about your 
bullying other students?
A I haven't bullied other 
students in school this 
term
(9)
B no, they haven't talked 
with me about it
(1)
C yes, they have talked 
with me once or twice
(2)
D yes, they have talked 
with me several times
' (3)
30. About how many students in A none (0)
your class have been B 1 student (1)
engaged in bullying others C 2 students (2)
this term, do you think? D 3 students (3)
(Also count yourself, if E 4 students (4)
you have bullied others F 5 students (5)
this term.) G 6 or more students (6)
31. Now think back to what A I didn't bully other (0)
it was like last soring. - students last spring
How often did you take part B it only happened once (1)
in bullying other students or twice
in school last spring (from C now and then (2)
Christmas to summer vacation)? D about once a week (3)
E several times a week (4)
32. Now think about this term A I haven't bullied other (0)
again. - How often have students on their way to
you taken part in bullying and from school
other students on their wav B it has only happened (1)
to and from school? • once or twice
C now and then (2)
D about once a week (3)
E several times a week (4)
33. Do you think it's fun to A no, never (0)
make trouble for other B yes, once in a while (1)
students? C now and then (2)
D fairly often (3)
E often (4)
F very often (5)
34. Do you think you could join A yes (5)
in bullying a student whom B yes, maybe .. (4)
you don't like? C I don11 know (3)
D no, I don't think so (2)
E no (1)
F definitely no (0)
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35. What do you think of
students who bully others?
8
A I can understand that (0)
they do it
B I don't know (1)
C it1s hard to understand (2)
that they do it
D it upsets me a lot (3)
that they do it
ABOUT BULLYING TEACHERS
Students may also bully teachers ; that is, they say nasty and 
unpleasant things to the teacher or try to make difficulties 
for him or her.
36. How many students are there A
in your class who try to 
bully your class (main) B
teacher? C
D
E
no student tries to (0)
bully the class teacher
one student (1)
2 or 3 students (2)
4 or 5 students (3)
more than 5 students (4)
try to bully the class
teacher
How often have you taken 
part in bullying your
A I haven't bullied the 
class teacher this term
(0)
class (main) teacher? B it has only happened 
once or twice
(1)
C now and then (2)
D about once a week (3)
E several times a week (4)
38. How often have you taken part A I haven't bullied any of (0)
in bullying any of your other the other teachers this
teachers? term
B it has only happened 
once or twice
(1)
C now and then (2)
D about once a week (3)
E several times a week (4)
39. Now think back to what it was 
like last soring. - How often 
did you take part in bullying 
any of your teachers last 
spring (from Christmas to 
summer vacation)?
A I didn't bully any of 
the teachers last spring
(0)
B it only happened once 
or twice
(1)
C now and then (2)
D about once a week (3)
E several times a week (4)
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40. How many girls are there in
your class?   girls
41. How many boys are there in
your class?   boys
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BULLYING IN SCHOOLS QUESTIONNAIRE
PLEASE ANSWER ALL THE FOLLOWING QUESTIONS BY PLACING A CIRCLE AROUND 
NUMBER WHICH CORRESPONDS TO THE RESPONSE YOU WISH TO GIVE.
001) What type of school did 
you attend?
002) Please state your sexual 
orientation?
003) If you answered 2 or 3 to question '2 ',
at what age did you know you were 
Lesbian/Gay/Bisexual?
and
At what age did you 'come out'?
and
Do you think your parents were 
aware that you were lesbian/gay 
or bisexual?
and
Do you think your teachers were 
aware that you were lesbian/gay 
or bisexual?
1
2
1
2
3
1
2
3
1
2
3
1
2
3
1
2
3
Public or Private School 
State School
Heterosexual
Lesbian/Gay
Bisexual
I am not Lesbian/Gay or Bisexual
I do not recall
(please specify).............
I am not Lesbian/Gay or Bisexual 
I haven't come out yet 
(please specify).............
I am not Lesbian/Gay or Bisexual
no
yes
I am not Lesbian, Gay or Bisexual
no
yes
004) How many good friends did you 
have in school?
FOR THE FOLLOWING QUESTIONS ONLY CIRCLE ONE NUMBER
1 none
2  one good friend
3 two or three good friends
4 many good friends
THE
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005) When you were in the school yard, 1 I was never left alone
were you ever left alone because no
no one wanted to associate with 2  only once or twice
you?
3 sometimes
4 about once a week
5 quite often
BEING BULLIED A T SCHOOL
For this study, bullying, or being picked on, means that one person or a group of people called you 
names, or they hit you, or they threatened you, or perhaps they ignored you or even spread rumours 
about you and when you were bullied you felt unable to fight back.
Bowever, it was not bullying when you and another person (roughly the same size and strength as 
yourself) had a fight or quarrelled once in a while.
006) How old were you when 
the bullying started?
007) How often were you
I wasn't bullied at school 
(please specify)..............
I wasn't bullied at school bullied at school?
only once or twice
sometimes
maybe once a week
several times a week
008) For how long did the bullying 
continue at school?
1 I wasn't bullied at school
2 (please specify)  Yrs
FOR THE FOLLOWING QUESTIONS YOU CAN CIRCLE MORE THAN ONF. NUMBER IF YOU  
HA VE BEEN BULLIED IN MORE THAN ONE WA Y OR PLACE
009)
1
Can you tell me how you were bullied at school?
I wasn't bullied at school 6
I was called names e.g. 7
I was teased
I was hit or kicked
I became frightened when a 
particular person looked in 
my direction
9
10 
11
no one would speak to me 
rumours were spread about me 
I was ridiculed in front of others 
I was sexually assaulted 
they took my belongings 
other (please specify)
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0 1 0 ) Where were you bullied? 1 I wasn't bullied at school
2  in the corridors
3 in the classroom
4 in the school yard
5 in the changing rooms
6  on the way home
7 other (please specify)
011) In which year was the person 
or group of people who bullied 
you?
012) How many pupils bullied you?
1 I wasn't bullied at school
2  mainly in my year
3 mainly in the year above me
4 mainly several years above me
5 mainly in the year below me
1 I wasn't bullied at school
2  mainly one young man bullied me
3 several young men bullied me
4 mainly one young woman bullied me
5 several young women bullied me
6  both young men and young women 
bullied me
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013) How often did teachers attempt to 1 I wasn't bullied at school
stop someone from bullying you?
2  never
3 only on one or two occasions
4 sometimes
5 often
PLEASE ANSWER QUESTION 014 IF YOU ARE LESBIAN, GAY OR BISEXUAL
014) Do you think you were bullied bv 1 I wasn't bullied by my teacher(s)
2  yes
3 NO
Can you describe an incident where you were bullied by a teacher?
  t i   ere llie  y 
your teacher(s) because you were 
perceived to be lesbian/gay or 
bisexual?
PLEASE ANSWER QUESTION 015 IF YOU WERE BULLIED BY TEACHERS FOR 
REASONS OTHER THAN SEXUALITY
015) Do you remember being bullied by 1 I wasn't bullied by my teacher(s)
your teacher(s) at school
2  yes
Can you describe an incident where you were bullied by a teacher?
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016) How often did other pupils try 1
to intervene on your behalf?
2
3
4
5
017) Did you tell your teacher(s) that 1
you were being bullied at school?
2
3
4
018) What happened when you told 1
your teacher(s) about being bullied?
2
3
4
019) Did you tell your teacher why 1
you were being bullied?
2
3
020) Did teachers attempt to 1
stop someone from bullying you?
2
3
4
5
021) Did you tell someone at home 1
about being bullied at school?
2
3
I wasn't bullied at school 
never
only on one or two occasions
sometimes
often
I wasn't bullied at school 
no, I didn't tell them 
I tried to tell them 
yes, I did tell them
I wasn't bullied at school 
I didn't tell them 
nothing happened 
the bullying stopped
I wasn't bullied at school 
no, I didn't tell them why 
yes, I did tell them why
I wasn't bullied at school 
never
only on one or two occasions
sometimes
often
I wasn't bullied at school
no, I didn't tell someone at home I was 
being bullied
yes, I did tell someone at home I was 
being bullied
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022) What happened when you told 
someone at home about being 
bullied?
023) Did you tell someone at home why 
you were being bullied?
024) Did you ever try to avoid school by 
pretending to be sick or by playing 
truant because you were being 
bullied?
and
what did you do?
and
how often did you do this?
025) When you were being bullied, 
did you ever, even for a second, 
think about hurting yourself or 2  
taking your own life?
026) Did you try to hurt yourself or 
take your own life ?
1 I wasn't bullied at school
2 I didn't tell them I was being bullied
3 nothing happened
4 the bullying stopped
1 I wasn't bullied at school
2 I didn't tell them I was being bullied
3 no, I didn't tell them why
4 yes, I did tell them why
1 I wasn't bullied at school
2  yes
3 no
1 I wasn't bullied at school
2 I pretended I was sick
3 I played truant
4 other (please specify)
1 I wasn't bullied at school
2  only once or twice
3 sometimes
4 maybe once a week
5 several times a week
1 I wasn't bullied at school
yes
3 no
1 yes
2  no
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If you have answered 'Yes' to question 026, would you describe how and why you tried to hurt yourself?
027) Was this the only occasion? 1 yes
2  no
028) If you have answered 'no' to
question 027, how many times   (please specify)
did you try to hurt yourself?
THANK YOU FOR ANSWERING THESE QUESTIONS
yes029) When you were at school did 1
you ever, even for a second, 
think about hurting yourself 2
or taking your own life for 
any other reasons?
no
030) Did you try to hurt yourself or 1
take your own life ?
yes 
2  no
If you have answered 'Yes' to question 030, would you describe how and why you tried to hurt yourself?
031) Was this the only occasion? 1 yes
2  no
032) If you have answered 'no' to
question 031, how many times   (please specify)
did you try to hurt yourself?
THANK YOU FOR ANSWERING THESE QUESTIONS
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CHILD AND ADOLESCENT EXPERIENCES QUESTIONNAIRE
PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING A CIRCLE AROUND THE NUMBER 
WHICH CORRESPONDS TO THE RESPONSE YOU WISH TO GIVE.
001) Who did you spend your free time 1 I spent most of my free time alone
with after school and during the
summer holidays? 2 I spent my free time with one friend
3 I spent my free time with a small 
group of friends
4 I spent my free time with a many 
friends
002) How did you spend your free time? (please specify)
FOR THE FOLLOWING QUESTION YOU CAN CIRCLE MORE THAN ONF. NUMBER
003) If I asked you to give me a general 1 happy
impression of how you felt when
you were a teenager, what would 2  contented
the impression be?
3 unhappy
4 hostile
5 friendly
6  lonely
7 other (please specify)
FOR THE FOLLOWING QUESTIONS ONLY CIRCLE ONE NUMBER
004) Do you think your teenage years 1 yes
could have been any better if
you were different? 2  no
Can you tell me why things might have been different?
PLEASE ANSWER QUESTIONS 005 AND 006 IF YOU ARE LESBIAN, GAY OR BISEXUAL
005) How old were you when you had (please specify)
what you consider to be your first
sexual experience with a member .............................................
of the same sex?
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and
If your first experience did not (please specify)
involve genital contact, how old
were you when you had your
first sexual experience which
involved genital contact with
a member of the same sex?
and
Were you a willing participant? 1 yes
2  no
If you have answered 'No' could you describe what happened?
006) Have you ever had a sexual experience 
with a member o f the opposite sex?
and
How old were you when you first had 
a sexual experience with a member of 
the opposite sex?
and
How many times have you had sexual (please specify)
experiences with a member of the 
opposite sex?
PLEASE ANSWER QUESTIONS 007 AND 008 IF YOU ARE HETEROSEXUAL
007) How old were you when you had (please specify)
what you consider to be your first 
sexual experience with a member 
of the opposite sex?
and
1 yes
2  no
(please specify)
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If your first experience did not (please specify)
involve genital contact, how old
were you when you had your
first sexual experience which
involved genital contact with
a member of the opposite sex?
and
Were you a willing participant? 1 yes
2  no
If you have answered 'No' could you describe what happened?
008) Have you ever had a sexual experience 1 yes
with a member of the same sex?
2  no
and
How old were you when you first had (please specify)
a sexual experience with a member of 
the same sex?
and
How many times have you had sexual (please specify)
experiences with a member of the 
same sex?
THANK YOU FOR ANSWERING THESE QUESTIONS
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RELATIONSHIPS QUESTIONNAIRE
PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING A CIRCLE AROUND THE NUMBER 
WHICH CORRESPONDS TO THE RESPONSE YOU WISH TO GIVE.
001) Are you in or have you recently 
been in a relationship where there 
has been emotional involvement 
and/or where you have lived with 
someone?
002) How long have you been/were you 1 I am not/ haven't been in together?
a relationship
2  (please specify)
............................  Yrs
1 yes
2  no
003) Could you indicate how many 
same-sex partners you have had?
I haven't had any same-sex sexual 
partners
(please specify)
004) How many of these were 
casual partners?
I haven't had any casual 
same-sex partners
(please specify)
005) How many of these were
based around a relationship?
I haven't had any sexual 
same-sex partners
(please specify)
006) On average, how long do you 
think your relationship(s) 
tend to last?
1 I haven't been in a
relationship
2 0-3 months
3 3-6 months
4 6  months-lyear
5 1-2 years
6  2  years + (please specify)
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007) On average, how long do you 
think your future relationship(s) 
are likely to last?
2
3
4
5
6
1 don't think I will have a 
future relationship
0-3 months 
3-6 months
6  months-lyear
1 - 2  years
2  years + (please specify)
008) Do you feel more confident when 
you are in a relationship?
009) When you are in a relationship do 
you worry that your partner will 
leave you for someone else?
010) Do you feel that the same sorts 
of problems appear in your 
relationships?
1 I haven't been in a relationship
2 Always
3 Usually
4 Sometimes
5 Not usually
6  Never
1 I haven't been in a relationship
2  Always
3 Usually
4 Sometimes
5 Not usually
6  Never
1 I haven't been in a relationship
2  Always
3 Usually
4 Sometimes
5 Not usually
6  Never
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What sort of problem(s) occur?
What do you think is the cause of the problem(s)?
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LIFE SKILLS AND EXPERIENCE QUESTIONNAIRE
PLEASE ANSWER THE FOLLOWING QUESTIONS BY PLACING A CIRCLE AROUND THE NUMBER 
WHICH CORRESPONDS TO THE RESPONSE YOU WISH TO GIVE.
001) How would you describe your current occupation or employment situation?
1 Professional* 8  Unemployed
2 Skilled/Technical* 9 Retired
3 Semi-skilled* 10 Unable to work on the grounds
if illness/disability (please
4 Unskilled* specify)
5 Manual* .......................................................
6  Retail* 11 Student
7 Office/Clerical/Secretarial* 1 2  Other (please specify)
and
If you have circled one of the responses marked with an asterisk (*), please describe your occupation.
002) How would you describe your occupation? 1 I am not working
2 Full time
3 Part time
4 Freelance
5 Periodical/seasonal
003) Do you have any formal academic qualifications and, if so, could you tell me how 
many (if you are working towards a particular qualification, please indicate this 
by using an asterisk (*)?
(Number) (Number)
1 CSEs ............. 6 GCE 'A' Levels ......................
2 GCE O' Levels ............. 7 Degrees ......................
3 GCSEs 8 Diplomas/Certificates ......................
4 GCE 'A/O' Levels ............. 9 Others* ......................
5 Scottish Highers ..................... 1 0 I have no formal qualifications
If you have circled 'Others' for question 003, please describe those qualifications below.
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004) Apart from formal qualfications, what skills or potential do you think you have? 
Please describe below.
and
Have you used these skills or tried to 
develop your potential skills?
and
Has anything stopped you from 
developing these skills to their 
frill potential?
No, never 
Occasionally 
Sometimes 
Often
All of the time
yes
no
If you have answered 'yes' please explain your answer.
BULLYING AND HARASSMENT A T WORK
Have you ever been bullied or 
harassed at work, university
1 no, never
or college because you are 
Lesbian, gay or bisexual?
2 only once or twice
3 sometimes
4 about once or twice a week
5 several times a week
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006) How long did this 1 I haven't been bullied/harassed
continue?
2 (please specify)  Yrs
FOR THE FOLLOWING QUESTIONS YOU CAN CIRCLE MORE THAN ONE NUMBER
007) Can you tell me how you were bullied or harassed?
1 I haven't been bullied at work/university 6 no one would speak to me
2 I was called names e.g. 7 rumours were spread about me
8 I was ridiculed in front of others
3 I was teased 9 I was sexually assaulted/harassed
4 I was hit or kicked 1 0 items were hidden or stolen
5 I became frightened when a 1 1 other (please specify)
particular person looked in
my direction .......................
Can you describe an incident of bullying/harassment which sticks out in your mind?
008) Where did the bullying take place? 1 I haven't been bullied/harassed
2  in the corridors
3 in the offices/work areas
4 outside (e.g. grounds, car park)
5 in the lavatories/changing rooms
6  going to and from home
7 other (please specify)
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009)
010)
Oil)
Who was it that bullied or 
harassed you?
How many people bullied 
or harassed you?
How often did managers attempt to 
stop someone from bullying or 
harassing you?
I haven't been bullied/ harassed
mainly my co-workers/colleagues
mainly my manager (s)/supervi sor(s) 
or others in authority
mainly co-workers I manage/supervise
I haven't been bullied/harassed
mainly one man bullied/harassed me
several men bullied/harassed me
mainly one woman bullied/harassed me 
several women bullied/harassed me
both men and young women bullied/ 
harassed me
I haven't been bullied/harassed 
never
only on one or two occasions
sometimes
often
all the time
PLEASE ANSWER QUESTION 012 IF YOU ARE LESBIAN, GAY OR BISEXUAL
012) Do you think you were bullied or 
harassed by your manager(s), 
supervisors or others in authority 
because you were perceived to be 
lesbian/gay/bisexual?
no
yes
Can you describe an incident where you were bullied by a manager/supervisor or other authority figure?
Appendix 6
37
013) Have you been bullied/harassed by l no
managers, supervisors or others in 
authority 2  yes
Can you describe such an incident where you were bullied/harassed?
014) How often did colleagues or 
co-workers try to intervene 
on your behalf?
015) Have you told your managers),
supervisors) or others in authority 
that you were being bullied or 
harassed?
016) What happened when you told 
your managers), supervisors) or 
others in authority about being 
bullied or harassed?
1 I haven't been bullied/harassed
2  never
3 only on one or two occasions
4 sometimes
5 often
1
2
3
4
1
2
3
4
I haven't been bullied/harassed 
no, I didn't tell them 
I tried to tell them 
yes, I did tell them
I haven't been bullied/harassed 
I didn't tell them 
nothing happened 
the bullying stopped
Appendix 6
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018)
Did you tell your manager(s) 
supervisor(s) or others in 
authority why you were 
being bullied/harassed?
Did managers, supervisors or 
others in authority attempt to 
stop someone from bullying or 
harassing you?
1
2
3
4
1
2
3
4
5
I haven't been bullied/harassed 
I didn't tell them 
no, I didn't tell them why 
yes, I did tell them why
I haven't been bullied/harassed 
never
only on one or two occasions
sometimes
often
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PINTO AND HOLLANDSWORTH’S POSSESSIVENESS SCALE
FOR THE FOLLOWING QUESTIONS, PLEASE TICK THE RESPONSE WHICH BEST 
DESCRIBES HOW  YOU DO REACT OR WOULD REACT IN  A RELATIONSHIP. PLEASE DO NOT  
ANSWER THE QUESTIONS ACCORDING TO HOW YOU SHOULD REACT OR WOULD LIKE TO
REACT
001) Even though my partner and I have a close relationship, I would still like to see my 
old friends.
Never □ Not often □ Sometimes □ Often □ Always □
002) I would not like my partner to develop their own interests.
Never □ Not often □ Sometimes □ Often □ Always □
003) I would feel jealous if my partner kept in touch with their old friends.
Never □ Not often □ Sometimes □ Often □ Always □
004) I would encourage my partner to go way and do things without me.
Never □ Not often □ Sometimes □ Often □ Always □
005) I would encourage my partner to make new friends.
Never □ Not often □ Sometimes □ Often □ Always □
006) At a party, I would feel OK if my partner spent most of the time with other people.
Never □ Not often □ Sometimes □ Often □ Always □
007) I would feel that allowing my partner to maintain old friendships can hurt our 
relationship.
Never □ Not often □ Sometimes □ Often □ Always □
008) When we were apart, I would feel unloved and lonely.
Never □ Not often □ Sometimes □ Often □ Always □
009) I would feel secure about our relationship even though my partner makes friends 
with members of the same sex (if Lesbian/Gay ) or opposite sex (if Heterosexual).
Never □ Not often □ Sometimes □ Often □ Always □
010) I would feel hurt if my partner asked to be alone.
Never □ Not often □ Sometimes □ Often □ Always □
011) I would feel that allowing my partner to maintain old friendships helps our 
relationship.
Never □ Not often □ Sometimes □ Often □ Always □
012) When we were apart, I would worry about my partner finding someone new.
Never □ Not often □ Sometimes □ Often □ Always □
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013) I would discourage my partner from making new friends.
Never □ Not often □ Sometimes □ Often □ Always □
014) I would find myself wanting to end the relationship when my partner went away for 
a week or more.
Never □ Not often □ Sometimes □ Often □ Always □
015) I would not like the idea of my partner going to a party if I couldn't be there too.
Never □ Not often □ Sometimes □ Often □ Always □
016) I would feel guilty about making new friends of the same sex (if Lesbian/Gay) or 
opposite sex (if Heterosexual).
Never □ Not often □ Sometimes □ Often □ Always □
017) I would find it easy to trust my partner if we were apart for a few days.
Never □ Not often □ Sometimes □ Often □ Always □
018) I would find that making new friends helps our relationship.
Never □ Not often □ Sometimes □ Often □ Always □
019) I would get jealous if my partner developed interests of their own.
Never □ Not often □ Sometimes □ Often □ Always □
020) I would gain personal satisfaction from pursuing my own interests.
Never □ Not often □ Sometimes □ Often □ Always □
021) I would spend so much time with my partner, I would not have time to make new 
friends.
Never □ Not often □ Sometimes □ Often □ Always □
THANK YOU FOR ANSWERING THESE QUESTIONS
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DOHRENWEND LIFE EVENTS QUESTIONNAIRE
DIRECTIONS: Listed below are several categories o f  life events. Please work through each 
category and place a  tickS  beside any event which you have experienced in the last year.
SCHOOL/COLLEGE/UNIVERSITY
001 □  Changed school/college or
university
002 □  Graduated or left school/
college or university
003 □  Had problems at school/
college or university
WORK AND EMPLOYMENT
004 □  Started work for the first
time
005 □  Changed jobs for a better one
006 □  Changed jobs for a worse one
007 □  Changed jobs for one that is
no better or worse than the 
last one
008 □  Had trouble with the boss
009 □  Demoted at work
010 □  Found out that w as not
going to be promoted
011 D  Conditions at work got worse,
other than demotion or trouble 
with boss
012 □  Promoted
013 □  Had significant success at work
014 □  Conditions at work improved
not counting promotion or 
other personal successes
015 □  Laid off
016 □  Fired/Sacked
017 □  Started a business or profession
(N.B. not medical school)
018 □  Expanded business or professional
practice
019 □  Took on a greatly increased work
load
020 □  Suffered a business loss or failure
021 □  Sharply reduced work load
022 □  Stopped working for an extended
period
PERSONAL RELATIONSHIPS
023 □  Entered into a long-term
committed relationship
024 □  Long-term committed relationship
ended
PERSONAL RELATIONSHIPS (cont.)
026 □  Made a long-term commitment
to a partner (e.g. marriage or 
equivalent)
027 □  Started a love affair
028 □  Relations with partner changed
for the worse without separation
029 □  Separated from long-term partner
030 □  Ended long-tem relationship
(e.g. divorce or equivalent)
031 D Relations with partner changed
for the better
032 □  Long-term partners got together
again after separation
033 □  Infidelity by partner
034 □  Problems with partners family
035 □  Partner became seriously ill
036 □  Partner died
HAVING CHILDREN
037 □ Became pregnant
038 □ Birth/Adoption/Fostering of
first child
039 □ Birth/Adoption/Fostering of
second/later child
040 □ Abortion
041 □ Miscarriage and/or stillbirth
042 □ Found out cannot conceive
043 □ Found out cannot adopt/foster
044 □ Child ill
045 □ Child died
FAMILY
046 □ New person moved into
household
047 □ Person moved out of household
048 □ Someone stayed on in the
household after (s)he was 
expected to leave
049 □  Serious family argument/split
other than with partner
050 □  Change in frequency of family
visit
051 □  Family member other than
partner or child dies
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RESIDENCE
052 □  Moved to a better residence or
or locality
053 □  Moved to a worse residence or
or locality
054 □  Moved to a residence or locality
no better or worse than the 
last one
055 □  Unable to move after expecting
to be able to move
056 □  Built a home or had one built
057 □  Redecorated a home
058 □  Lost a home through fire, flood or
other circumstances beyond personal 
control
CRIME AND LEGAL MA TIERS
059 □ Assaulted
060 □ Robbed
061 □ Involved in an accident in which
there were no injuries
062 □ Involved in a law suit or legal
proceedings
063 □ Accused of something for which
a person could be sent to prison
064 □ Lost drivers licence
065 □ Arrested
066 □ Went to prison
067 □ Got involved in a court case
068 □ Convicted of a crime
069 □ Acquitted of a crime
070 □ Released from prison
071 □ did not get out of prison
when expected
FINANCES
072 □  Took out a mortgage
073 □  Found out was unable to
take out a mortgage
074 □  Started buying a car, furniture
or other large item on higher
075 □  Finished paying off a mortgage
or loan
076 □  Repossession of house, car,
furniture or other items bought 
on higher purchase
077 □  Took a cut in wage or salary
without demotion
FINANCES (cont)
078 □  Suffered a financial loss or
loss of property not related
079 □  Began claiming unemployment
benefit
080 □  Stopped claiming unemployment
benefit
081 □  Received substantial increase in
wage or salary without a 
promotion
082 □  Did not get an expected wage or
salary increase
083 □  Had a financial improvement not
related to work
SOCIAL ACTIVITIES AND EIŒNTS
084 □  Increased social activities
(e.g. clubs, associations etc.)
085 □  Took a holiday
086 □  Was unable to take a planned
holiday
087 □  Took up a new hobby, sport,
craft or other recreational activity
088 □  Dropped a hobby, sport, craft or
other recreational activity
089 □  Acquired a pet or pets
090 □  Pet(s) died
091 □  Made new friend(s)
092 □  Broke up with friend(s)
093 □  Close friend(s) died
GENERAL
094 □  Entered armed forces
095 □  Left armed forced voluntarily
096 □  Forced to leave the armed forces
097 □  Took a trip other than a holiday
098 □  Forced to cancel a trip other than
a holiday
HEALTH
099 □  Physical health improved
100 □  Physical illness
101 □  Underwent medical tests
1 0 2  □  Diagnosed as having a
a serious illness
103 □  Suffered an injury
104 □  Unable to decide whether or not
to seek medical advice for an 
illness or injury
105 □  Completed treatment for an
illness or injury
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MULTIPLE AFFECT ADJECTIVE CHECKLIST (MAACL)
Directions
On this sheet you will find words which describe different kinds of moods and feelings. 
Place a tick S  beside those words which describe how you feel now i.e. today. Some o f  
the words may sound alike, but I would like you to tick all the words that describe your 
feelings. Please work quickly.
001 Active
002 Adventurous
003 Affectionate
004 Afraid
005 Agitated
006 Agreeable
007 Aggressive
008 Alive
009 Alone
010 Amiable
011 Amused
012 Angry
013 Annoyed
014 Awful
015 Bashful
016 Bitter
017 Blue
018 Bored
019 Calm
020 Cautious
021 Cheerful
022 Clean
023 Complaining
024 Contented
025 Contrary
026 Cool
027 Cooperative
028 Critical
029 Cross
030 Cruel
031 Daring
032 Desparate
033 Destroyed
034 Devoted
035 Disagreeable
036 Discontented
037 Discouraged
038 Disgusted
039 Displeased
040 Energetic
041 Emaged
042 Enthusiastic
043 Fearful
044 Fine
045 Fit
046 Forlorn
047 Frank
048 Free
049 Friendly
050 Frightened
051 Furious
052 Gentle
053 Glad
054 Gloomy
055 Good
056 Good natured
057 Grim
058 Happy
059 Healthy
060 Hopeless
061 Hostile
062 Impatient
063 Incensed
064 Indignant
065 Inspired
066 Interested
067 Irritated
068 Jealous
069 Joyful
070 Kindly
071 Lively
072 Lonely
073 Lost
074 Loving
075 Low
076 Lucky
077 Mad
078 Mean
079 Meek
080 Merry
081 Mild
082 Miserable
083 Nervous
084 Obliging
085 Offended
086 Outraged
087 Panicky
088 Patient
089 Peaceful
090 Pleased
091 Pleasant
092 Polite
093 Powerful
094 Quiet
095 Reckless
096 Rejected
097 Rough
098 Sad
099 Safe
100 Satisfied
101 Secure
102 Shaky
103 Shy
104 Soothed
105 Steady
106 Stubborn
107 Stormy
108 Strong
109 Suffering
110 Sullen
111 Sunk
112 Sympathetic
113 Tame
114 Tender
115 Tense
116 Terrible
117 Terrified
118 Thoughtful
119 Timid
120 Tormented
121 Understanding
122 Unhappy
123 Unsociable
124 Upset
125 Vexed
126 Warm
127 Whole
128 Wild
129 Willful
130 Wilted
131 Worrying
132 Young
SCORES:
D =
H =
A =
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REVISED HOMOSEXUAL ATTITUDES INVENTORY (RHAI)
Directions: Please answer the following questions by ticking S  the response which best 
describes you or your feelings.
SUBSCALE ^ELF9
1 When I am in conversation with someone who is Lesbian/Gay and(s)he
touches me, it does not make me feel uncomfortable.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
2 Whenever I think about being Lesbian/Gay, I feel depressed.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
3 I am happy to be Lesbian/Gay
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
4 When I am attracted to another Lesbian/Gay man, I feel uncomfortable.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
5 I am proud to be part of the Gay community.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
6 Being Lesbian/Gay does not make me unhappy.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
7 Whenever I think about being Lesbian/ Gay, I feel critical about myself.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
8 I wish I were heterosexual.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
9 I do not think I wil be able to have a long-term relationship with another
Lesbian/Gay man.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
10 I have been in counselling/therapy because I want to stop having sexual
feelings for members of the same sex.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
11 I have tried killing myself because I could not accept being Lesbian/Gay.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
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12 There have been times when I’ve felt so rotten about being Lesbian/Gay 
that I wanted to die.
Strongly DisagreeD Mainly Disagreed] No Opiniond Mainly Agreed Strongly Agreed
13 I have tried to killing myself because it seemed that my life as a
Lesbian/Gay man seemed to miserable to bear.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
14 I find it important that I read gay books or newspapers.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
15 It is important for me to feel part of the gay community.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
SUBSCALE ‘OTHER9
16 Homosexuality is not as satisfying as heterosexuality.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
17 Homosexuality is a natural expression of sexuality in humans.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
18 Lesbians/Gay men do not dislike members of the opposite sex any more 
than heterosexuals dislike members of the opposite sex.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
19 Marriage between Lesbians/Gay men should be legalised.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
20 Lesbians/Gay men are overly promiscuous.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
21 Most problems that Lesbians/Gay men have arisen from their status as 
an oppressed minority and not from their homosexuality.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
22 Lesbian/Gay lives are not as fulfilling as heterosexual lives .
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
23 Children should be taught that being Lesbian/Gay is a normal and
healthy way for people to be.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
24 Homosexuality is a sexual perversion.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
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SUBSCALE ‘DISCLOSURE ’
25 I would not mind if my boss/manager knew I was Lesbian/Gay.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
26 When I tell my ’straight’ friends about being Lesbian/Gay, I do not 
worry that they will try to remember things about me that would make 
me appear to fit the sterotypic Lesbian/Gay man.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
27 When I am sexually attracted to a member of the same sex, I do not 
mind if someone else knows how I feel.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
28 I would not mind if my neighbours knew that I am Lesbian/Gay
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
29 It is important for me to hide the fact that I am Lesbian/Gay from most 
people
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
30 If my heterosexual firends knew I was Lesbian/Gay, I would be 
uncomfortable.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
31 If members of the same sex knew I was Lesbian/Gay, I am afraid they
would avoid me.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
32 If it were made public that I am Lesbian/Gay, I would be extremely 
unhappy.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
33 If my friends knew that I was Lesbian/Gay, I am afraid that many would 
not want to be friends with me.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
34 If others knew I was Lesbian/Gay, I would not worry particularly if they saw 
me as being manly/effeminate.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
35 When I think about coming out to peers, I am afraid they will pay more 
attention to my body movements and voice inflections.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
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36 I am afraid people will harass me if I come out more publicly.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
37 When I think about coming out to a heterosexual friend of the same sex, I 
do not worry that (s)he might watch me to see whether I do things that are 
considered to be stereotypic of Lesbians/Gay men.
Strongly Disagreed Mainly Disagreed No Opiniond Mainly Agreed Strongly Agreed
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POST-TRAUMATIC EXPERIENCE QUESTIONNAIRE (PTEQ)
D ir e c tio n s :  Please answer the following questions by either ticking S  the box which best 
describes yon or your feelings. Where indicated also write your answer.
RECOLLECTIONS OF BEING BULLIED AT SCHOOL
01) Do you have have vivid memories of the event(s) which keep coming back
causing you distress?
No never □ Not often □ Sometimes □ Often □ Always □
How long have you experienced this?
Never □ 0-6 months □ 1-2 years □ 2-3 years □ 3-4 years □
5 years or more □ (please specify exactly)..................
02) Do you have dreams or nightmares about the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
How long have you experienced this?
Never □ 0-6 months □ 1-2 years □ 2-3 years □ 3-4 years □
5 years or more □ (please specify exactly)..................
03) Do you ever feel like you are re-living the event(s) again?
No never □ Not often □ Sometimes □ Often □ Always □
How long have you experienced this?
Never □ 0-6 months □ 1-2 years □ 2-3 years □ 3-4 years □
5 years or more □ (please specify exactly)..................
04) Do you ever have sudden vivid recollections or ’flashbacks’ to the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
How long have you experienced this?
Never □ 0-6 months □ 1-2 years □ 2-3 years □ 3-4 years □
5 years or more □ (please specify exactly)..................
05) Do you ever feel distressed in situations which remind you of the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □ 
How long have you experienced this?
Never □ 0-6 months □ 1-2 years □ 2-3 years □ 3-4 years □
5 years or more □ (please specify exactly)...................
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ASSOCIATION
06)
07)
08)
09)
10)
H)
12)
Do you find yourself trying to avoid thoughts and feelings which remind you of the 
event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
Do you avoid activities or situations which may remind you of the event(s) 
e.g. gatherings, social occasions?
N o never □ N ot often □ Sometimes □ Often □ Always □
Do you find it difficult to recall important aspects of the event (s)?
N o never □ Not often □ Sometimes □ Often □ Always □
Do you find it difficult to continue being interested in things you did before 
the event(s) took place e.g. leisure pursuits and hobbies?
N o never □ Not often □ Sometimes □ Often □ Always □
Do you ever feel like an outsider in social situations?
N o never □ Not often □ Sometimes □ Often □ Always □
Do you find it difficult to show emotion to others?
N o never □ Not often □ Sometimes □ Often □ Always □
Do you ever feel as if you have no real future (i.e. no prospect of having a partner, 
career or long life)?
No never □ Not often □ Sometimes □ Often □ Always □
DAY-TO-DAY
13) Do you ever have difficulty going to sleep or staying asleep?
No never □ Not often □ Sometimes □ Often □ Always □
14) Do you ever feel irritable?
No never □ Not often □ Sometimes □ Often □ Always □
15) Do you ever have outbursts of anger?
No never □ Not often □ Sometimes □ Often □ Always □
16) Do you ever feel as if you cannot express yourself?
No never □ Not often □ Sometimes □ Often □ Always □
17) Do you ever feel as if you are losing control of your life?
No never □ Not often □ Sometimes □ Often □ Always □
18) Do you ever have difficulty concentrating on what you are doing?
No never □ Not often □ Sometimes □ Often □ Always □
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19) Do you become very wary of meeting new people or facing new situations?
No never □ Not often □ Sometimes □ Often □ Always □
20) Do you ever over react?
No never □ Not often □ Sometimes □ Often □ Always □
21) Do you become anxious or nervous in situations which remind you of the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
22) Do you ever take alcohol to help you cope with memories of the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
23) Do you ever take prescription drugs to help you cope memories of the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
24) Do you ever take non-prescription drugs to help you cope with memories of 
the event(s)?
No never □ Not often □ Sometimes □ Often □ Always □
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INTERVIEW SCHEDULE
A  -  About School
The firs t few  questions I  would like to ask you is partly a  replication i f  the questionnaire you filled  in 
some time ago. Please take your time and answer the questions as best as you can.
1) How old do you think were you when you realised definitely that you were gay and about
how old were you when you first felt or first suspected that you were gay?
2) At the time you first suspected that you were gay or that there was something different about 
you, do you think your (a) parents, (b) teachers, (c) school mates noticed?
If so, could you tell me how they reacted to you?
Could you tell me about what they said and/or what they did?
3) How did their reaction(s) to you make you feel?
Can you remeber how you coped with these feelings?
4) So, you have told me how those around you reacted when they thought there was something
different about you? If you don't mind, I'd like to talk a little about your experiences in school.
Approximately, how old you were at the time the bullying began at 
school? Was it primary or secondary school?
So, you think you were about ...(state age)... when the bullying began, now can you tell me 
about the ways in which you were bullied in school by other pupils?
5) What was it about you that made others pick you out as a target for such behaviour? What do 
you think you did to make other children want to bully you? Do you think you were noticeably 
different from other children?
6) Can you tell me about an incident of bullying which sticks out in your memory?
7) What is it about this particular incident that makes it stick in your mind? Was this the only 
time you were bullied?
8) So, when you think about being bullied at school, is this the memory that springs to mind or 
are there others? If there are others, can you tell me about them?
9) Returning to the episode ofbullying which sticks in your mind the most, can you recall the 
feelings you had when it was happening? Could you describe the feeling to me?
10) OK, this feeling you have just described to me, have you ever experienced the same feeling
since leaving school? If so, could you tell me about it?
11) Have you ever experienced a similar feeling recently? If so, what happened and what do you
recall going through your mind as it happened?
12) Do you think you dealt with the situation any differently that you did as a child? What do 
you think you did to help you cope with the bullying you received at school?
13) If you encounter prejudice or intolerance today how do you deal with it? Is this any different
from the way you dealt with being bullied at school?
14) What do you think made you go back to school day after day? It must have been difficult to
go to school when you knew that a person or a group of people were waiting for you?
15) Did you ever try to avoid school by pretending to be sick or by playing truant? Did you do it
often?
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1 would now like to ask yon a very difficirft question, which you may fin d  uncomfortable. Please try to 
answer this question as truthfully as possible.
16) Some people I have been talking to about being bullied at school said that they attempted to 
escape from their feelings and hurt by attempting to take their own lives. Thinking again about the 
feelings and emotions you had when you were being bullied, did you ever, even for a second, think 
about hurting yourself or taking your own life? Did you try to hurt yourself or take your own life ? (ff 
'Yes') would you be willing to tell me what you did and what happened to you?
17) OK, you have been very honest with me, and I appreciate that. Now I would like to ask you
about your perceptions of schools today. Do you think schools and education in general present any 
more of a tolerant attitude towards lesbians and gay men than they have in the past? (If'yes' or 'No') 
Why?
19) What do you think we should be doing to help young people who are coming to term with
their sexuality? Is there any thing you would like to see change within the education system.
B  -  Adolescence
1) Can you tell me what sort of things you used to do when you weren't at school (e.g.
weekends, evenings or during school holidays)?
2) If I asked you to give me a general impression of how you felt when you were a teenager, what 
would that impression be? (e.g. Happy, Contented, Sad, Angry, Friendly, Hostile, Lonely).
3) So you feel that your teenage years were  Do you think they would have been any
different had you been heterosexual? What (if any) would those differences have been?
4) You said earlier that you knew you were gay at about.... years of age. Now, I'd like to talk a
little about your first sexual experience with a man or boy (girl or woman). I will leave it up to you to 
define what I mean by 'first sexual experience'. First of all, how old were you when you had what you 
consider to be your first sexual experience with another (fe)male? Would you mind telling me what 
happened?
N.B. I f  the firs t sexual experience d id  not involve genital contact fo llow  up with the 
question:
OK, now I want you to think about the first time you had a sexual experience with another 
(fe)male which involved genital contact. How old were you when this happened? Would you mind 
telling me about it?
5) Thinking about this experience, do you that it was simply a case of adolescent 
experimentation for you or your partner, or was it something more important? Why do you think that 
about this sexual experience?
6) Do you think this experience has had a particular significance in your life? (If'yes') Why? (If 
'no') What do you feel about it?
7) Finally, do you think there is anything else which you have not mentioned or thought about
previously which may have been a reason why you were bullied? If so, could you tell me what it is?
C - Adulthood (Work)
So far, we've talked about your experiences in school, but I'd like to talk about your life after lea\nng 
school.
1) Do you have a job/career? What do you do?
2) Ifyou had had the opportunity to do any thing you wanted, what would you have liked to 
do? Why didn't you try for it?
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3) Do you think the reason you didn't try for it is a result of your school experiences? (if'yes') 
Why?
4) Do you think your experiences ofbeing bullied in school still have an efifectupon the way you 
live your life today? How do you think they have affectedyou?
5) Do you still feel that others have the potential to be aggressive or oppressive towards you? 
So, for example, have you felt intimidated at work? (If'yes') Could you tell me about it? (If'yes') Do 
you consider this experience to be bullying? (If'Yes' or 'No') Why?
6) Do you believe that the bullying you experienced at school (and intimidation at work [if 
any])have stopped you from leading the life you wanted? (If'Yes') Why?
(e.g. Did you want to continue your education? What sort of job did/do you envisage 
yourself doing? What do you feel stopped you from achieving this?)
7) Since leaving school, could describe your working life to me?
8) (Where applicable) which of the jobs do you feel gave you most enjoyment or satisfaction? 
What did you enjoy? What is it about this job that you remember most of all?
D  -  Adulthood (Personal Life)
I'd like to stop there and talk fo r  a  little while about your personal life. Some o f  these questions are 
very personal, and you are free to decline them, however, the more information you can give the 
better .
1) Firstly, could you tell me a little about when you 'came out'? What made you decided to 
'come out'? How old were you? Who did you tell and in what order? How did they react when you 
told them?
2) Could you describe to me the feelings you had as you prepared to tell people you were gay?
3) Are you or have you recently been in a relationship where there has been emotional 
involvement and/or where you have lived with someone? (If'yes') How long have you been together?
2) Since leaving school, could you tell me a little about the people you have had a sexual 
relationship with? Would you tell me about where you them and in what circumstances? (Could you 
tell me how long you were together?)
3) Some people who were bullied believed their school experiences have had an affect upon their 
ability to form lasting relationships as adults. On the other hand, others say it has not affected them at 
all. What do you think? Do you think being bullied at school has affected your ability to form lasting 
relationships in any way or not? Please explain.
4) Thinking about some of the people you have known, is there anything which worries you 
about being in a lasting relationship? For example, do you feel that the same sorts of problems appear 
time and time again in a relationship? What sorts of problems are these? What do you think is the 
cause of the problem? Why do you think that is so? Do you think things would be any different if  you 
were heterosexual? Why?
5) If there was something you wanted to change about your personality and/or physical 
appearance, what would it be? Why? How would it make you different?
6) Finally, I would like to ask you what it was that made you decide to take part in this study?
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MARCUS (AGE 31)
Ian: 1 2 3 4. OK. Erm the first few questions I’d like to ask are 
basically about er your experiences of school. Erm. The first thing I 
want to ask is at what age did you think about yourself in terms of 
being lesbian- sorry, gay or bisexual, and when did you know or feel 
you knew that you were definitely gay or bisexual?
M: I think sort of feeling that there was something different about me 
was probably around 12 or 13. Urn. I think I can remember back to 
when we were in the changing rooms at school and looking at all the 
other boys in the showers and you know being quite- quite liking it you 
know, being quite attracted to that. Er. But I’m not sure whether I knew 
that I was gay at that time.
Ian: Hmm.
M: I just-1 just felt that I was different.
Ian: When you- about what age were you when you sort of had a name 
for how you felt that you were different?
M: Might really have been sort of round 14, 15 I think.
Ian: Yeah.
M: Erm. When I had my first sexual experience.
Ian: Yeah. And I mean erm did people around you notice this 
difference? Your family, your friends?
M: No.
Ian: Your peers?
M: No.
Ian: No? OK. At the time you first suspected that you were gay erm-1 
mean one of the questions- this is the-1 mean basically erm did you 
think anybody noticed there was something different about you?
M: I don’t- I certainly don’t think my parents did. Erm. Teachers 
definitely not. Erm. Possibly school-1 can’t call them mates because I 
didn’t really have anv friends at school. There was one or two that I 
tended to hang around with. Erm. Well I suppose when the- the 
bullying started I suppose they must have picked up on something 
although I don’t really know what it was because I wasn’t camp, I 
wasn’t outwardly gay as far as I know.
Ian: Right. So in fact they picked up on something long before you had 
given this difference a name?
M: Yeah.
Ian: Yeah. Er. How did it make you feel when you- when you were 
being called er names er such as puff or whatever? I mean how did you 
react?
M: I-1 think I’m quite a sensitive person. I think I felt quite hurt, like I 
felt like a stab to the chest really.
Ian: Yeah. OK. Did you have any coping strategies to cope with these 
feelings?
M: I don’t- not that I could sort of identify. It’s just that I just- I 
couldn’t say. I-1 ignored it but I couldn’t ignore it because it you know 
it hurt so much you know.
Ian: Hmm.
M: Just felt it so badly.
Ian: OK.
M: Just-just carried on really.
Ian: Hmm.
M: And just coped as best I could at the time.
Ian: Right. And how do you think-1 mean you say you coped as best 
as you could. How do you think you actually coped? Did you shut 
yourself away?
M: Yeah. I-1 would-1 think certainly when I was at home at weekends 
because I didn’t really have anv social life I used to sort of go into mv 
own world. Um. I used to sort of pretend that I was a television 
presenter or a radio presenter in mv room and I used to present this TV
(Coding Comments)
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show to the world vou know. Erm. So veah I suppose I went into mv 
own make-believe world.
Ian: Hmm. OK.
M: And make up sort of friends.
Ian: How old were you when the bullying started?
M: Er 15 I think. It was in the last year of secondary school.
Ian: Right. And this is when they were actually using erm words like
puffter-
M: Yeah.
Ian: -to identify you?
M: Yeah.
Ian: OK. Erm. Can you tell me a little about the ways you were 
bullied? I mean I- name-calling?
M: Yeah. It was- it was purely erm verbal, there was never anv 
physical erm intimidation. Er. But you know that was bad enough 
really I suppose.
Ian: Yes.
M: Especially as I- I think I was quite sort of a lonely child so that 
made it worse cos I-1 didn’t feel there was anyone I could talk to about 
it.
Ian: Right. At 15 what do you think made you stand out?
M: The fact that I didn’t mix too well with the- the lads if  you like. 
Um. The fact that I hung around with a- perhaps a couple of other 
people who were deemed different.
Ian: Right.
M: Not- not the lads who get off with the girls at the party or whatever. 
Ian: [noise of plane interference] ...in the background?
M: Yeah. Yeah. Quiet and solitary I think.
Ian: Could you give me an example of an incident of bullying which 
sticks out in your memory?
M: I- I think not one particular incident but the usual sort of 
circumstances that it happened was erm in certain lessons where these 
people were- erm very often before the teacher used to come in cos it 
generally used to be after a lunch break or after a um afternoon break. 
Er I used to be in the classroom with all the other people where there 
was no supervision, no teacher, and generally it was the sort of name- 
calling from one side of the room to the other and a lot of people 
laughing. Erm. Some people not quite knowing what to do.
Ian: Hmm.
M: And some people sort of ignoring it really. But- that- but that was 
the general sort of circumstances where the bullying happened.
Ian: Right. Now when this was going on um what were you doing at 
the time? What did you tend to do?
M: I was usually chatting to the person next to me. Maybe just reading 
or writing or something.
Ian: So trying to ignore what was going on?
M: Yeah. Yeah. Trying not to look as if  I was affected.
Ian: Right. And how were you feeling inside?
M: Er. Terrible really [laughs]. Very fearful I think.
Ian: Alright. Er. You describe this feeling as fearful. Is there anything 
else it felt like?
M: Attack. Attack. Ofbeing attacked.
Ian: Hmm. Have you ever experienced something similar since leaving 
school?
M: Yeah. At work. Er. I am- I am out at work and vou know 
sometimes when- if I’m feeling in a good mood I don’t- it’s OK. I can 
cope with it and I can give as good as I get. But sometimes if you’re 
feeling a bit low and you’ve had a bad day it- it tends to get through, it 
tends to hit me right there vou know in the chest.
Ian: What sort of happens at work?
M: What do you mean what-?
Verbal bullying
No one to talk to
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Ian: I mean what- is it- is it idle banter?
M: Yeah.
Ian: Yeah.
M: Yeah yeah. But someone might say look you know Michael’s 
feeling a bit queer today or something like that you know and generally 
it just rolls off but on the odd occasion it- 
lan: It hits?
M: Yeah.
Ian: And if  you encounter erm- encounter prejudice or intolerance 
today how do you cope with it?
M: I try- try to ignore it.
Ian: Hmm.
M: But it’s very difficult. I have um sort of made a harassment case um 
or tried to- to do something about harassment before. Erm. And that 
was OK but I wish I’d have done it a different way really. I wish I 
hadn’t- I wish I’d have spoken to the person first before actually 
making it official. But to be honest I don’t think it would have made 
any difference because people turn round and say well it’s only a joke, 
we don’t mean anything.
Ian: Hmm.
M: Er. They just see- see that they have a divine right to- to verbally 
abuse vou really.
Ian: Hmm.
M: In some- some wavs I’ve been quite comfortable with that situation 
because when I first came out at work it meant that I was accepted vou 
know, that I- I- it was OK for me to have a bit of banter here and there 
cos I-1 felt accepted. Um. But sometimes it goes too far. You know, 
they don’t know how to draw the line or stop.
Ian: Yeah. And perhaps was the erm harassment case a way o f 
attempting to draw that line?
M: Hmm.
Ian: Saying you know you can go so far but no further.
M: Yeah. That- that was with one person though you see. 
Unfortunately I work with about forty people so­
lan: Yeah.
M: And I don’t get a lot generally. I mean there are people who- who I 
presume are not gay but get a lot worse than I do.
Ian: Hmm.
M: Erm. People who are a bit different, actually haven’t got a 
girlfriend, and question marks are put to them.
Ian: Hmm. OK. Now, going back to your schooldays, what made-1 
mean first of all did you ever play truant or feign illness to get out of 
going to school?
M: Once- once when we had to go on a geography field trip.
Ian: [laughs],
M: I couldn’t stand the thought of being- staving the night with these 
people. I just- it just made me physically sick to think about it. I 
couldn’t sleep the night before. So I thought there’s no wav I can do it. 
And I- I- I got up the next morning and I made some excuse to mv 
mum that I wasn’t feeling well. She says well you have to go. vou have 
to go. I said I iust can’t go. I don’t feel very well. Erm. And- so I didn’t 
go-
Ian: Hmm.
M: But that was the only time. That was it.
Ian: Now, the rest of the time what made you go to school day after 
day knowing that this sort of thing was going to happen, particularly in 
your final year?
M: I suppose I-1 was brought up to be a bit conformist.
Ian: Hmm.
M: I never really rebelled at all. Erm. I suppose I just thought I had an 
obligation to go. I just didn’t-1 suppose I didn’t think there was anv
Others see themselves as 
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other option really. Because I couldn’t talk to anyone about it iust 
meant I had to go. But I mean thinking about it I don’t know how I did 
cope with it at times. I really don’t.
Ian: Hmm.
M: I mean I used to go home at weekends. Friday afternoons I used to 
look at my watch and I used to count how many hours there were till 
the next Monday. And at various times during the weekend I used to 
say right there’s you know fifteen hours left, ten hours left, things like 
that cos it was so bad. But I knew that it would be my last year at 
school so I knew there was a light at the end of the tunnel.
Ian: Hmm.
M: Erm. I suppose that’s what kept me going really.
Ian: Yeah. I do some things-1 did something for games lessons. Once 
they were over I thought I could enjoy the week now.
M: Hmm.
Ian: But er for two years I had games last thing on a Friday. It was a 
killer.
M: Hmm.
Ian: Cos you never got over it. It was always lurking there.
M: Hmm.
Ian: OK. Um. I’d like to ask a couple of questions which are very 
personal and may be very uncomfortable, but I’d be grateful if  you 
could um answer them as truthfully as possible. Um. Some people I’ve 
talked to have said that their experiences of school drove them to such a 
point that they really felt that they couldn’t go on, they tried to hurt 
themselves. Other people I have to admit have said that it didn’t affect 
them at all. Did you ever er contemplate or tiy to hurt yourself whilst 
you were at school?
M: No I didn’t. No.
Ian: Never thought about it?
M: Not that I can remember no. I mean later on I did after I left school, 
a long time later. Er. That was for different circumstances.
Ian: OK. Em. Because this is one of the issues that I raised in the 
questionnaire would you mind talking about later, about- if  it’s not to 
do with your sexuality then we’ll leave it. Was the later episode 
actually to do with being gay?
M: No but it was a bullying situation in a work situation.
Ian: OK well we’ll talk about that a little bit later OK? Er if you want 
to that is. Er. Ah-hah, here it is. ‘Have you ever tried to hurt yourself or 
take your own life since leaving school?’ Er. ‘If yes would you be 
willing to briefly talk about it?’
M: Well I didn’t try to hurt myself.
Ian: You thought about it?
M: Yeah. I definitely felt that life wasn’t really erm- and that I wanted 
it to end. And quite often I thought about writing notes to family and 
friends and just- you know just saying how I felt really.
Ian: Right. Um. What brought about this feeling?
M: Er. Got to the point where I- I left home because I got a lot of 
pressure from home. Um. I brought a flat um and suddenly I realised 
that I was on my own. I had no friends. I’d moved awav from family. 
Um. And I-1 had actually moved out of home to come out cos I knew I 
had these feelings and I needed to do something about it. But it iust 
seemed such a monumental task to do.
Ian: Hmm.
M: Er. But I thought you know I just-1 just felt like ending it really.
Ian: Right. So um you said it was- something was related- it was 
related to bullying these feelings.
M: Er yeah. That was- that was after again [laughs],
Ian: That was after again. Would you mind talking a little bit about 
that?
M: The bullying?
Ian: Yeah.
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Feeling pressured by 
family
Appendix 13 58
M: Erm. Well that was the second job I had after I left school which 
was I worked in Waitrose supermarket as an assistant warehouse 
manager. And my boss, the warehouse manager, whenever he was 
under stress erm he used to start shouting at me at the top of his voice 
and you know a few other people used to say you know it’s really bad 
that this is going on, but nothing was ever done about it. I got to the 
point really where I felt erm afraid of him really, just you know really 
frightened of him. When he went on holiday once the place went to pot 
and erm I was going in at ridiculous times of the morning to try erm 
and get the work done that had backlogged. Er. And I-1 think I almost 
had a nervous breakdown.
Ian: Hmm.
M: Er. And I remember driving along in mv car thinking hoping it- it Wish to hurt s e l f  or b e
would go off the road or something like that. Um. But it was- it was h u r t
iust that his- his shouting just- iust got to me. And at the time I didn’t
realise it was bullying. It’s only since looking back in reflection that I
realise it was. Um.
Ian: Yeah.
M: Whenever things didn’t go his wav I got the blame for it. Victimisation
Ian: Right. I mean how- how did this bullying- you said he shouted at 
you. I mean did he use your sexuality against you?
M: No, he didn’t know I was gay.
Ian: Didn’t know. So it- it was a- another incident of bullying but not 
related to your sexuality?
M: Yeah.
Ian: OK. That’s great. Er. Thanks for telling me that. Erm. Couple of 
questions I’d like to ask about your perceptions of schools. I mean I 
don’t know if you’ve much contact with the education system now but 
do you think er we’re any more tolerant to young lesbians and gay men 
in schools now?
M: I don’t know about schools cos as you say I haven’t had any contact 
with schools. Er. The only- the only er reference point is really the 
Open University. Er. But I think universities in general tend to be a bit 
more broad-minded. Er. I don’t know if that’s an assumption [laughs],
Ian: It’s an interesting one. I think it’s- I think it’s true to a certain 
point and then it’s- universities fall flat on their faces when it actually 
comes to doing something positive.
M: Hmm.
Ian: I mean the OU has it’s own lesbian, gay and bisexual society.
M: Yeah, yeah.
Ian: Are you a member of that?
M: No. I have written off for information on actually joining.
Ian: Hmm.
M: But they- they seem- but they seem to be all into equal 
opportunities.
Ian: Oh they are.
M: But maybe it’s- as I say maybe it’s just dressing.
Ian: Sometimes it is. Such as here we don’t have an equal ops policy.
We have a statement but not a policy, but that refers to gender and 
culture and not sexuality. So um you know some- some universities do, 
some don’t. What do you think we should do to help young people who 
are coming to terms with their sexuality?
M: I think um if going back to my situation that- that there’d been 
some sort of school counsellors in my school at the time I think I could 
have probably gone to them if  I’d have known that they would talk 
about very personal problems.
Ian: Hmm.
M: Erm but I didn’t feel that my teacher would have been very helpful 
but also I don’t think at the time really I would of- I’m not sure whether 
I would’ve told anyone.
Ian: Hmm.
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M: Because I was brought up in a family that never talked about 
feelings or emotions or anything like that.
Ian: Hmm.
M: So I think I needed to go a lot further down the road before I- 
lan: OK. A couple of questions I’d like to ask about your general 
adolescence. Er. First thing is what sort of things did you do at school­
er did- do after school and at weekends?
M: Nothing.
Ian: Nothing?
M: I mean generally watch telly. That’s it really.
Ian: Then go to your room and-?
M: Yeah. Yeah. Quite isolate.
Ian: OK. So if  I asked you to describe your teenage years to me how 
would you describe them?
M: Erm. Quite lonely. Isolated. Er. Just general feeling that- vou know. 
low self-esteem really.
Ian: Hmm. Do you think anything would have been different had you 
been heterosexual?
M: Yeah I think it would have been different yeah.
Ian: What would the differences have been like?
M: I don’t think I would have been struggling so much with my 
sexuality and all the problems that that entails really.
Ian: Hmm.
M: Erm. Especially being a catholic. Um. You know there’s lot of guilt 
to do with homosexuality so erm-1 think I would have felt more normal 
in brackets. Erm.
Ian: Hmm. I mean er you said earlier that you sort of had an inkling 
that you were different about 12 to 13 and that you sort of became- 
you- you were able to identify it as gay if you want about 14?
M: Hmm.
Ian: You said that was after your first sexual experience. If you don’t 
mind I’d like to talk a little bit about that first sexual experience. Um. 
How did it come about?
M: Well it was just um my mum and dad’s friends. I went to school 
with their son.
Ian: Hmm.
M: And so they used to socialise quite a bit and just one evening, one 
Saturday evening I think, when- when they got together me and him 
were just upstairs and we just sort of started mucking around really. Er. 
Just went on from there. It was nothing heavy but it was just you know 
touching and all that really.
Ian: OK so do you think this was-1 mean there’s- there’s an awful bit 
in italics was ‘if the first sexual experience did not involve genital 
contact follow up with the question’ er- I’ll come onto that in a minute. 
M: Hmm.
Ian: That’s a SIGMA question believe it or not which er I get very 
embarrassed about [laughs]. But I mean was this first incident erm very 
much experimentation, not really knowing what was going on?
M: Yeah. Yeah.
Ian: OK. Now, after that experience you came to some decision about 
your sexuality. What significance did that experience have for you?
M: I suppose it made me realise that er I was attracted to other men. Er. 
You know. I sort of enjoved it but at the same time I felt very guilty 
about it.
Ian: Hmm.
M: Erm. But I didn’t know what to do about it.
Ian: Hmm.
M: I didn’t know where- where to go or- you know or how one deals 
with this difference.
Ian: And what about your partner in the experience?
M: Well I saw him again once or twice you know when my parents and 
his parents got together. Er. And once I remember in the last year of
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school the- during the exams. Erm. When we had a break from- for the 
morning to the afternoon exam I actually went round to his house to 
initiate um contact- sexual contact. Er. And he didn’t really want to but 
in the end he did. Erm. And that was really the last time I saw him. 
Eventually his father got a brain tumour and died and he moved to 
Ireland. I never saw him again really.
Ian: Right. Um. I mean this is- by that third time this was genital 
contact? This was sex?
M: Yeah. Yeah. I mean not- not penetrative sex.
Ian: Eveiything else?
M: Yeah. Yeah. Everything else yeah.
Ian: OK. So I mean after- after that experience you most certainly had- 
you- you were sure that you were gay or were you still doubtful?
M: Er no I was still doubtful because anv- for a long time because I-1 
didn’t have anv desire- I felt that to be sav that vou had to want to 
penetrate someone erm anally erm and I never had that desire. Er. I did 
have feelings towards other men but I never wanted to- to do that. Erm. 
So for a long time er I- although I felt I was, it wasn’t clear in mv mind. 
Ian: Have you had a relationship with a woman?
M: No never.
Ian: No? OK.
M: And I’ve never- never felt attracted to a woman either.
Ian: Hmm. OK. Erm finally, we’ve been going over your adolescence 
at least, erm is there anything else that has sort of crept into your mind 
as you’ve been talking which could erm suggest that there was an 
alternative reason for you being bullied? Has anything else cropped in 
your mind which might be a- might have been a sort of factor in you 
being bullied?
M: The only- the only thing I can think of is erm perhaps homophobia, 
that the one or two people that did start the name-calling may have 
been gay themselves or had feelings and couldn’t deal with it and so 
they projected it onto me. Er. One- one incident I haven’t mentioned is 
while I was at school I was in scouts and the- the guy who I had my 
first sexual experience with er him and another guy used to- when we 
left in the evenings used to chase me and used to sort of beat me up 
really. Not really badly, just kick and punch me. Er. So it was 
interesting that I sort of ended up in bed with him, or one of them.
Ian: Yeah. It’s not an unusual um scenario actually, it- it’s not that 
unusual.
M: Hmm.
Ian: Er. I’d like to go on a little bit about your work, what you do now. 
So the first thing is do you have a job or career and what do you do?
M: I’m a postman.
Ian: Right. And how long have you been a postman?
M: Er ten years, almost exactly ten years.
Ian: OK. Now, if  you had the opportunity to do anything you wanted 
what would you have liked to do- what would you like to do, what have 
you wanted to do in the past, and why haven’t you done it?
M: Er. I have- I have-1 suppose- the jobs that I’ve been in since I left 
school I just fell into really er without anv sort of direction, never really 
thought about what I wanted to do. But I- since joining the post office I 
have done some voluntary work with er handicapped children and 
special needs children.
Ian: Hmm.
M: Er. And I really enjoy that. And I’ve had this sort of feeling that I 
wanted to do that type of work.
Ian: Hmm.
M: Erm. So I did sort of join a club one evening a week quite a while 
ago but then I- and I did apply for jobs but it’s very difficult to get into 
the care field without anv qualifications or experience so I thought I’d 
um take a degree. Um. I wasn’t very confident about doing it but I was 
encouraged bv a friend to do it um and it’s actually turned out quite
Uncomfortable/unsure about 
aspects of gay sex
Voluntary work
Support from others/fr i end s 
Encouragement from others
Appendix 13 61
well so far. I’m only in mv second year. Um. And I have applied for 
one or two jobs but it’s very difficult to get in.
Ian: Hmm.
M: There’s always people that have got more experience.
Ian: Or indeed have got the magic qualification.
M: Yeah, yeah. And also got the confidence because I haven’t really 
got a lot of confidence er, especially in interviews. Um.
Ian: Do you think um one of the reasons why you haven’t done a 
degree earlier was because of your experiences of school?
M: Yeah because during that last year the one thing I wanted to do or 
the one thing I had in mind- the goal that I had was to get out of school 
as quickly as possible.
Ian: Hmm.
M: So I didn’t really revise properly for any of my exams. But it- I 
mean I suppose-1 don’t think I would have got into college before um 
anyway because I ended up doing a lot of CSEs. Um. I’m not sure, not 
sure. Er. I didn’t get a lot of motivation from home either so­
lan: Hmm. Are you so the first person in your family to do a degree?
M: Erm.
Ian: Immediate family.
M: Yeah.
Ian: Yeah? Yeah. So do you think your experiences-1 mean do you 
think your experiences of being bullied in school have an effect on the 
way you live your life today?
M: Hmm. Yeah.
Ian: How?
M: Um. I -1 think I have a lot of doubts.
Ian: Hmm.
M: Erm. I’m not saying it’s all down to bullying but I think that’s part 
of it. I think er- 
lan: Doubts about?
M: Mvself.
Ian: Your ability?
M: Yeah yeah.
Ian: Even though you get a distinction?
M: Yeah. But even then erm it- it doesn’t sort of mean a lot. Doesn’t- 
lan: Not until you’ve got that piece of paper?
M: No.
Ian: And then what?
M: Er. Hopefully I’ll have a job by then and I’ll be different.
Ian: [laughs] OK. Er. Yes you do want to continue your education. 
And what sort of job do you envisage yourself doing? You said care 
work. Any particular form of care work?
M: Erm. I think I’d like-1 would like sort of hands-on care work erm 
with special needs children. Erm. I know it’s quite sort of hard work 
erm and people always tell you oh it’s- you know it’s hard work, you 
don’t want to do that, and then I do doubt myself vou know because I 
think well maybe- maybe they’re right vou know.
Ian: Hmm.
M: That’s why I doubt myself a lot. I- if  I have a thought about 
something and someone savs well no you know, vou don’t want to do 
that, stick at the post office, and then I think veah well mavbe they’re 
right.
Ian: Yeah. Are- are they right though?
M: Hmm.
Ian: It’s- it’s possibly all they know as well.
M: Hmm.
Ian: Erm. How do you perceive your life moving on after your degree? 
You’re certainly- do you want to teach special ed or do you actually 
want to go into the social work side of it? How do you see this degree 
building on your life?
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M: I think I’d like to go into the social work side of it. I’m not- not sure 
about teaching. I mean I haven’t really thought that far ahead to be 
honest.
Ian: Hmm.
M: I thought just to try and get in first and then see where that leads 
me.
Ian: Right.
M: Er. I mean part of the reason I haven’t done it before er haven’t 
applied for a lot of jobs before is finances.
Ian: Hmm.
M: You know when I brought the flat I took on a huge mortgage erm 
and then the house prices fell through the floor and I was left with- I’m 
still left with a lot of negative equity so I’m- I’m really stuck er in a 
way.
Ian: I know but it’s a nice place to live.
M: Hmm.
Ian: Hmm. Well it’s perceived to be nice.
M: Hmm.
Ian: Erm. Since leaving school could you give me a brief outline of 
your working life?
M: Erm. I left school at 16. I didn’t really have a- have a job to go to 
but- er I think I was-1 think I was quite depressed at the time probably. 
cos a lot- the bad year I’d had, and I couldn’t be bothered to do 
anything. My mum said you know you’ve got to get out and get a job. 
And she- she really got me a job. She just saw an advert in a window, 
supermarket, and er got me a job there. And er- and it was-1 didn’t 
enjoy it. And then again she saw another advertisement and erm- in the 
supermarket, in Waitrose. And then I had the bullying experience there 
and I just- I had to get out of there. And then believe it or not she saw 
an advert for the post office and er I got a job there, and that’s where 
I’ve been ever since.
Ian: Does- do any of the jobs give you- have any of the jobs given you 
enjoyment or satisfaction?
M: Er. This is probably the one that I get more- the most satisfaction 
from but that isn’t very much.
Ian: What- what satisfies you? What do you enjoy about-?
M: Just that I do a-1 know I do a good job really. That it’s to the best 
of my ability. But apart from that it- you know it’s a nice job in the 
summer but it’s horrible in the winter.
Ian: Yeah, I can imagine that. OK. Finally erm I’d like to talk a little 
bit about your er adult life er now, today you know, what’s going on in 
the personal side if  you don’t mind. First thing I’d like to ask you is 
about when you came out. How old were you, who did you tell, in what 
order, what were the repercussions- that sort of thing.
M: Er. I was I think 24 erm when I first came out and the first person I 
told wasn’t- wasn’t a family member at all, it was um a chap at work. 
Cos I’d really got to the point-1 was feeling suicidal and I thought- vou 
know I was in a flat where I didn’t- I-1 was alone. I felt very alone, 
didn’t have any friends you know, and there’s only so much cleaning 
and dusting vou can do.
Ian: [laughs]
M: I’d- I’d got to the point one dav where I iust thought I can’t go 
home. I iust can’t face it anymore. And quite a lot of the time I used to 
stay at my parents two or three days a week just- iust for company vou 
know.
Ian: Hmm.
M: Erm. And I just- I thought I’m gonna tell my boss. Erm. But as it 
was his office was very busy and there’s people in and out and I 
thought I can’t- can’t go in there, can’t get in there um so I- I waited 
cos I thought I still can’t go home. And I- there was this other chap 
there who was sort of a higher grade than me who a couple of weeks
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before a girl had come into the office crying her eves out and he iust sat 
her down and he talked- he talked to her and I was sitting there vou 
know and he just said oh don’t worry about it. everything’s going to be 
alright and he sort of was really helpful. And er I-1 iust mentioned it 
to him- to it- to him afterwards and er vou know we talked about it and 
I said anytime I’ve got any problems then you’re the person to see are 
vou? And he said oh- he said it doesn’t take much to sit down and talk 
to someone, so I sort of had that in mind really.
Ian: Hmm.
M: So er I went into his office and said look. I’ve got something- can 
vou come upstairs I’ve got something to tell vou? And he was a bit sort 
of wary about it. he said vou know what have I done and I said it’s 
nothing- nothing you’ve done. So I took him upstairs and I iust sat him 
down and I told him really. And um he said er it doesn’t really change 
the wav I think about you and vou know I'll give vou all the help I can 
vou know.
Ian: Hmm.
M: So that- that was quite a relief. Er. But I went home and it was a 
sort of short-lived relief really, it was almost like now it was out in the 
open it was-1 had to deal with it vou know. Um. So I- I felt-1 still felt 
really bad um inside. I sort of rang a couple of helplines. Um. One or 
two were helpful erm but it was a slow process really. Er. Someone 
suggested I should go to the doctor er they- somehow they can be quite 
useful. So that- actually it was- he was very good er and he sort of more 
or less saw me every week cos he knew- he knew what sort of state I 
was in really. Erm. And every time I went there I just came out feeling 
really good. He just sort of gave me a boost and you know he chatted 
for quite a while sometimes about things, trying to look for things- 
practical things that I could do. Em. And there was er in Gay Times 
there was an advert for a group called Quest which is er like a catholic 
er support group.
[Interview interrupted]
M: Er yes, so I got in touch with them and they said that I should come 
down and meet one of their sort of convenors in London. So I went 
down. I got a friend from work to come with me. By this time I’d told 
about five or six people at work.
Ian: Hmm.
M: And um he- he was a bit reluctant but he came down with me er cos 
I felt I needed a bit of support. And er he er sort of left and we iust 
chatted for two- the convenor and me. and he said well vou ought to 
come to er a group we have once a month. And er you know I felt- felt 
that I should but just- just- the thought of it was just awful to try and 
contemplate, to meet all these other sexuality cases.
Ian: [laughs]
M: Um. And so I did go and it was- it was OK. There was a few young 
people there that- there was a few sort of old people there who had 
obviously come from an era where it was totally forbidden and they 
were very sort of raincoats and- do you know what I mean? They were 
very-
lan: Hmm.
M: -unappealing [laughs], Er. And it just went on from there. I got- got 
involved in sort of social group er and it just went on from there really. 
Ian: Right. When did you tell your parents?
M: Oh now my parents. My-1 told my father first.
Ian: Hmm.
M: Erm because he’s a very gentle sort of kind sort of chap. Very quiet 
and solitary, I suppose a bit like me. Er. And I felt- I never sort of 
heard- hear him say a bad word about anybody. Um. And you know 
he’d always help you out if you- if  you needed help. So I told him first 
and because I mean he’s- he’s 70 now, you know I suppose he must
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have been about 63 then, um and again he comes from an era where it 
wasn’t even discussed. He said vou know sex wasn’t even discussed 
when I was voung. never mind homosexuality. He was OK but he 
didn’t understand. Er. But you know it was acceptance to a certain 
extent. What I found difficult was that he didn’t- he didn’t talk about it 
at all really. Once or twice- once he said I saw your brother today um 
and I was gonna say something to him. I said no I said you can’t say 
anything, I said that’s up to me to say something you know. But I think 
really I felt a bit guilty because he had all this burden on his own, he 
couldn’t really talk to anyone about it you know. Er...and it wasn’t till 
two years later that I told my mother. She was really the last person that 
I told which I thinks quite unusual.
Ian: Hmm.
M: Generally gay men are closer to their mothers and tell them first but 
um I found her the most difficult person to tell.
Ian: Why?
M: Cos she’s- she’s totally the opposite to my dad. She’s really- she’s 
dominant and she- she’s very outspoken although she isn’t really. 
She’s-1 think she’s very insecure and you know a lot of her anger and- 
lan: Hmm.
M: I think she’s quite lonely so a lot of her anger and that comes out 
when she speaks.
Ian: And what was her reaction when you told her?
M: Oh she was quite shocked but she thought I-1 thought there was 
something funny. She said well there was something funny, I couldn’t 
quite put my finger on it [laughs],
Ian: [laughs] Er. And er I mean one of the things I have found is that a 
lot of mothers erm then ask the question what did they do wrong?
M: Yeah, she did.
Ian: Did she ask that?
M: Yeah she did. I tried to sort of reassure her that it wasn’t her fault 
and that it’s you know just one of those things. And I tried to get her 
some literature. Er. I bought a book and gave it to her to read for- 
which sort of exploded all the myths about gay men. And I gave her a 
sort of parents help-line. Er I-1 got in touch with a parents help-line.
Ian: Acceptance is it?
M: Er Parent’s Friend I think it was called.
Ian: Hmm.
M: And I spoke to a really nice lady there and she- she said you know 
it’ll be um- it’ll be OK, just give her time and space to- to come to 
terms with it.
Ian: Hmm.
M: I would have liked my mum to ring and I-1 don’t think she did er 
but I gave her the number anyway and told her that- 
lan: No I mean I-1 interviewed a young lad of 16 last week who came 
out to his parents two- two, three weeks ago.
M: Hmm.
Ian: And I walked into the house and his parents were there cos they 
wanted to be there as well and I could tell his father accepted, his 
mother was about to explode.
M: Hmm.
Ian: She couldn’t cope. And in fact I think it’s another one of those 
myths. A lot of people who I study have told their fathers first and not 
their mothers. Their mothers are the ones who go into denial much 
more than the fathers.
M: Hmm.
Ian: Very- it’s very unusual cos there is this perception that there’s 
going to be mothers are going to be OK and it’s going to be fathers are 
let down by their sons. It seems to be entirely inverted. Mothers want 
grandchildren- 
M: Hmm.
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Ian: -fathers don’t give a damn about grandchildren, they’re happy 
with their children. It’s very very um different to what we perceive.
M: Hmm. And she’s got a grandchild on the way now so­
lan: Oh so your brother’s spumed forth?
M: Yeah.
Ian: Yes my sister has so I mean I’m saved- I’m saved that ordeal.
M: [laughs]
Ian: Er right. Um. How did you feel as you were preparing to tell your 
mother? I think on the other ones you were- you were pretty resolute on 
telling them but your mother seems to have been a sticking point.
M: Hmm. I-1 just found it so difficult I mean I- I was in a relationship 
at the time. Er not a very good one er because I just- I didn’t feel very 
close to him. Er. But the day- a couple of days I-1 actually rang my 
uncle cos my uncle was the first family member that I told and- 
probably two or three years before I told him.
Ian: This is your mum’s brother?
M: My mum’s sister’s husband.
Ian: Right.
M: Um. I knew he’d be OK cos he was- he’s very open-minded and I 
knew he’d be OK so that was-1 thought I’d start with him. And you 
know it was OK, although he seemed to think that because I hadn’t 
been out with any women that erm- that I wasn’t sure yet and- and to be 
honest I wasn’t at that time 100% sure so I sort of gave him a er double 
sort of edge I suppose so he probably thought well maybe he’s not sure. 
And he said oh go out with a few women or- or go to a prostitute you 
know to find out, which I thought oh no that’s awful, I can’t do it.
Ian: [laughs],
M: Er. So um- sorry I’ve forgotten the question.
Ian: It’s about how you were feeling as you were preparing to tell your 
mother.
[Interview interrupted]
M: Er how- how was I feeling? How did I get onto my uncle? Er. I 
can’t- I’ve lost my track now. Er.
Ian: You were telling- you told your uncle first before you were telling 
your mother. That really annoys me when I stick a notice on the door.
M: Hmm.
Ian: So I’ve lost my track as well. Right. You were going- you’d told 
your father before you told- 
M: My mother.
Ian: Your mother. And- I’m sorry, you told your uncle before you told 
your mother.
M: Before I told my mother.
Ian: So you sort of phoned your uncle first-?
M: Yeah I’ve got it now. I-1 phoned my uncle. This was a long time 
after I’d even told mv dad then. Cos I was gonna tell one of mv- my 
mum’s sister in law- mv mum’s sister in law, er one of her brother’s 
wives, er. Bv this time I’d already told mv brother and his wife so I was 
working mv wav round really. Er. I- I knew she’d be alright because 
we’d been on holiday with her previous year and she- she mentioned to 
me that she worked with a lesbian and how wonderful she was, how 
nice she was, how caring she was, er whenever she was off sick she 
used to go round visit her and that, and I suppose I got an inkling then 
that this is OK to tell her. So­
lan: Right, so you-?
M: Yeah. I’d em- I rang my uncle to say you know this is what I’m 
gonna do, what do you think? And he said well he said really don’t you 
think you ought to be telling your mother you know cos- he said she’ll 
be alright you know., um you know she’s got a heart of gold you know, 
and she has- she’s very generous and kind. Erm. So then really it 
dawned on me that yeah I should have done, it’s what I should do. So- 
this was Easter, two- more- almost exactly two years ago. And er I sort 
of-1-1 felt very er emotional after that phone call, very um churned up
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inside. And it- it just-1 knew then this was the time to do it you know. I 
had the weekend free. Em I think I was on holiday that week. Erm. And 
I thought well I’m gonna go down on Saturday and do it, and this was 
Thursday I think. And I went over to my partners and I just sort of you 
know burst into tears and was sobbing and everything. Erm. That 
evening I listened to a radio programme. It was Ian McKellen talking 
about how he came out to his family and he came out to his sort of 92 
year old maiden aunt sort of thing you know.
Ian: [laughs],
M: And she said- oh she said you know, what are you worrying about? 
And em that- that sort of then really made me certain that I was doing 
the right thing. Er. So I drove down. I was so petrified and- cos my 
mother is quite you know - quite an overbearing person, quite got a 
temper on her when she does get into er- she- she’s got a very low 
tolerance level. So I thought you know it could be quite difficult but it- 
and it was difficult. It was difficult because you don’t know- there’s no 
reference point really is there?
Ian: No there isn’t.
M: You know, how do you do it, what do you say? Erm. So I just said 
it. And she- she- she asked a lot of the usual standard questions I 
suppose you know, what do you do in bed? things like that. How long 
have you known? Who else knows? And she was horrified that the rest 
of the family knew.
Ian: They knew? [laughs],
M: But the reason I did it like that was I suppose cos I was afraid of 
her, but also because I knew that if  I told her first she wouldn’t want 
me to tell anyone else.
Ian: Hmm.
M: And I knew that I couldn’t do that. I knew that at some stage I 
would want everyone in the family to know cos it was important to me 
I suppose to be accepted. Um. So that- you know she was just- that-1 
think to be honest she did say that that upset her more than anything, 
the fact that everyone else knew.
Ian: And she didn’t.
M: And that she didn’t know her own son you know.
Ian: Hmm.
M: But in a wav because they all did know she was able to talk to them 
about it. you know especially her sister who she’s close- closest to and 
her sister in law. You know they were able to support her through it 
really whereas I think erm if I’d have told her first she would’ve had to 
deal with it or she would have dealt with it on her own because she 
would’ve felt you know too ashamed to- to- to- to talk with other 
people.
Ian: Hmm.
M: That’s the wav she’d been brought up. to not share feelings and 
things like that with other people so- erm. It was- you know it was a 
tremendous relief Tremendous weight off mv shoulders to tell her.
Ian: And how does she cope with it now?
M: I don’t- I don’t know how she copes with it generally because she 
never talks about how she feels. Once or twice she- she has sort of said 
you know that she wishes I wasn’t gay because she wants me to be 
happy and she-1 presume she thinks that I- I’m not going to be happy 
being gay. Um. We do talk about it. I mean la m in a  relationship now 
and we do talk about that from time to time, she asks me how it’s 
going, but it’s on a very um shallow level, it’s not- it doesn’t go very 
deep er the discussion. Er. But I suppose you know that’s an advance 
on a few years ago where I couldn’t- couldn’t talk about it at all.
Ian: Right. One of the things I’d like to ask is have you been or are you 
currently in a relationship where there’s an emotional involvement?
M: Yes.
Ian: Have been or are in?
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M: Are in.
Ian: Are in? OK. How did you meet this person?
M: Er.
Ian: And how long have you been together?
M: We’ve been together about 19, 20 months um and I met him 
through another gay friend.
Ian: Uh-huh. OK. Are you living together?
M: No.
Ian: No?
M: No, although I mean I stay there weekends and sometimes during 
the week.
Ian: Erm. Since leaving school could you tell me a little about the 
people who you’ve had a- a relationship with? Er. How you met them 
and in what circumstances. Was it a gradually- what I’m trying to find 
out is was it a gradual ease-in process?
M: Not really because after the first sexual experience I had at 14 there 
are a couple of other experiences which weren’t very good experiences 
and they were in- one was in a cinema. I was-1- I don’t feel very good 
talking about it.
Ian: You don’t have to if you don’t want to.
M: No it’s iust that I suppose it sounds a bit awful. I suppose that’s mv- Self-critical 
me judging myself but- erm.
Ian: Yeah I mean you- you can’t- this is it you can’t judge yourself, 
these things happen.
M: Yeah but I mean it was- it was just an ordinary cinema er- 
lan: I was gonna say it wasn’t er-
M: No. it was just an ordinary cinema in Oxford Street. It was an 18 
certificate film but it was one of those like um Porkvs type films. 
screwball you know. That sort of thing. Um. And some guv started 
touching me up and I quite enioved it um but I also felt - you know, felt 
this is a cinema you know, shouldn’t- shouldn’t do this here. Er so I 
sort of rushed out and I went to the toilet to clean mvself up and you 
know I came out the cubicle and I- I looked- he was there, he’d 
followed me in. And then I sort of looked at him but I- I iust couldn’t 
erm-1 just went out and I just ran along Oxford Street you know. Just I 
suppose I felt really scared I suppose, get caught or something like that- 
being arrested whatever. Er...and then it happened again and this was in 
a cinema which was showing a gay film. Not a- not a porno film. I 
think it was one of Derek Jarman’s films. Er. And again I just ran out.
Erm.. And so really from 14 to probably 21 there was nothing apart 
from those two experiences. Erm...and then I- when I got involved with 
this Quest group, the catholic- gay catholic group. I got involved in a 
youth- social vouth group, and one of the guvs there asked me if I 
wanted to go on a pilgrimage to Lourdes [laughs]. And em so I said 
yes, quite fancy that. At- at that time I was at the stage where I thought 
well yeah it might cure me you know. I go and it might- cos I was 
struggling with it so much I thought well I might at least get some 
respite and come to terms with things a bit.
Ian: Hmm.
M: Er. So I went there for a week and there was lots of priests there 
and one of the priests came up to me one day and he said are you 
alright? and I said no I’m not alright, cos they were- these- it’s the sort­
it is the sort of week where they try and get you so emotionally drained 
that you- and you let your defences drop that you begin to talk about 
things so um I did. I told him that I was gay and that I was struggling 
with it and er you know throughout the week we sort of met up 
occasionally and went round together and- and then I- at the same time 
I met another priest as well. And er we had chats and went out to lunch 
and things like that and I got very friendly with them you know. And- 
and for me I suppose it was the first time that I really felt accepted.
Ian: Hmm.
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M: Erm. You know that people actually wanted to know about me, 
hear about my story and my life. Er. So it was a very emotional week. 
Um. During the week as well I did go up to Cardinal Hume and- and 
say you know I’m gay [laughs] cos I thought you know he- one of the 
priests sort of said well why don’t you go and see him so I went to see 
him and he was OK about it. You know that’s what you are. Er. But I 
still don’t- you know, church-1 don’t go to church anymore cos I’ve 
just got no time for it.
Ian: Yeah. Right. I mean- right so that’s that. What about since then? 
M: Well when I- when I came back from the pilgrimage I was very 
upset. You know we got back to Westminster and I was very upset. 
Um. Er. He invited me back to his house.
Ian: The priest?
M: Yeah [laughs],
Ian: Hmm.
M: And I mean I was totally- totally naive to this [laughs! at the time 
and I mean there were lots of other people around but he- you know he 
said do you want to stay for the weekend? And so I did. And you know 
that evening once everyone had gone we chatted and we iust ended up 
in bed together. And erm first time I ever sort of had any physical 
contact apart from the odd- you know the first couple of experiences. 
Um. And it felt- it felt good but I didn’t want to-1 iust wanted to hold 
someone I think, just to be with someone.
Ian: Hmm.
M: I didn’t want to do anything in particular. And er then I- we went- 
we saw each other every weekend. He came up and he was a bit- he 
was very heavy, kept ringing me at- I mean the week after he went to 
India to see Mother Theresa and the first day he was there he rang me 
up six times from India which must have cost a fortune [laughs]. Er. 
And then you know while I was on the phone doorbell, big flowers and 
all that you know.
Ian: They’re not supposed to have any money are they?
M: Oh this one does [laughs],
Ian: [laughs].
M: Er. He’s got sort of showbiz connections cos he’s like a chaplain to 
the West End cinemas, theatres. Er. And he kept saying that he’s going 
to introduce me to all these celebrities and all that so I thought I- you 
know it was-1 was taken along with it really. Er. And vou know I really 
did-1 suppose- I’m not sure whether I fell in love but it was very strong 
attachment. And then he said come away for the weekend and- cos he 
was doing a- a retreat down in near Margate and we went- we stayed in 
a convent [laughs], Er. And then you know although we had separate 
beds we ended up in the same bed. And I did say well I feel a bit 
uncomfortable about this because you’re a priest and- 
lan: We’re in a convent.
M: Yeah we’re in a convent and there’s people upstairs and he said you 
know it’s OK, nothing wrong, we’re not doing anything wrong. And so 
really after that- um and of course this other priest as well I was friends 
with. I kept in touch with him although- although it was very er- it was 
an emotional attachment it wasn’t quite as physical er except once and 
then he felt so guilty about it that- 
lan: It never happened again.
M: Yeah. Erm. Since then he’s realised that he’s gay too. Erm. And 
with this other priest, the first priest I was talking about, for- for 
probably about six months this went on. And I used to stay um in the 
presbytery and there was another parish priest there as well. And I 
don’t know what happened, whether he was leaned on or whether he 
just got freaked out by the situation, but from the- from the point where 
there was lots of phone calls and letters and um cards and gifts and 
things erm all of a sudden nothing.
Ian: Hmm.
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M: And whenever I rang up he was unavailable erm or away and I 
couldn’t get hold of him.
Ian: Hmm.
M: I just felt so devastated vou know and angry with him. And after a 
while he- he did get back in touch and er really he- he denied that he 
ever hurt me or did anything wrong. Er. But I sort of um-1- I was angry 
with him for a long time. Er. I think I’ve got over it now although I 
don’t trust him. I still see him from time to time and I still do feel a lot 
for him but-
lan: When you say see him you don’t go to bed with him then?
M: No. No, no.
Ian: OK. And since the priest?
M: Erm. I had one or two sort of brief relationships.
Ian: Hmm.
M: Erm. Which didn’t amount to much, maybe a couple of months 
together. And then I - 1 still felt quite lonely in- in where I was in 
Aylesbury cos you know a lot of the action was going on in London. 
And I put an advert in Gav Times and I met a guv who was literally 
only a couple of miles awav. So that- that- you know we became 
friends and I-1 didn’t really want a relationship with him but it just- it 
just went- it just happened. And I suppose because there was nothing 
else going on it was just comfortable I suppose. But I didn’t- I never 
felt that close to him. Er. Was friends with him but never felt that close. 
But you know we were together for two years er but I never felt 
comfortable about saying that we were in a relationship.
Ian: Hmm.
M: And I was always- if  I saw- you know if I went to a party or that I 
thought well I might meet someone here you know. Er. Erm. I-1- I felt 
really empty inside er and I also felt that you know if I was in a 
relationship with someone I should feel more for them, so I thought- 
well you know I thought about going into therapy er which I did about 
two years ago and I’m still- still going. Er. And the outcome of that was 
that after a few weeks in therapy I decided that I didn’t want to be in 
this relationship anymore because I was in it for the wrong reasons, for 
security and I didn’t really love him and I thought that vou know if 
someone else did come along then I wouldn’t hang around.
Ian: Hmm.
M: And so I-1 did break the relationship. Found it very difficult to do. 
He- he was devastated er because he thought you know when I go into 
therapy it would probably be even better but- well it was for me, not for 
him, not- not what he wanted you know. He was a lot older than me 
and he was unemployed and he still is and he had a lot of anger inside 
him. I think he used to take it out on me and I couldn’t deal with it at- 
at that time really. Erm.
Ian: Hmm.
M: He was very opinionated and er self-righteous and I didn’t really 
like that.
Ian: Right. And after?
M: So you know I felt a great sense of relief when I did break up the 
relationship. And er my friend er sort of came up to see me um a couple 
of times and he brought up another friend who he’d met and then that’s 
how I met Richard who I’m with at the moment.
Ian: Right. OK. Em. Some people who’ve been bullied at school or 
have negative school experiences feel that what they’ve gone through 
has had an effect upon the way in which they form and maintain 
relationships. Do you think you had any- do you think there are any 
things which constantly raise their head about relationships? Is there 
anything that worries you about relationships?
M: I think er in this- in this particular relationship I- I’ve always had 
doubts. I probably always will have I think. And I-1 sort of get angry 
quite easily vou know. Seem to have a low tolerance level. Er. But just
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in the last couple of- few weeks since I’ve- well I stopped doing 
overtime a couple of weeks ago, and I think I realised that I had been-1 
was depressed. I had been depressed for quite a while.
Ian: Yeah.
M: Erm. And actually to- stopping to do the overtime has given me a 
bit of space to step back and look at what’s happening. And I think em 
yeah I was working forty two hour week plus doing somewhere in the 
region of fifteen hours overtime a week. Then on top of that I was 
doing ten to fifteen hours studying a week. Working six days a week. 
Going down to London on Thursdays for my therapy session. And I 
think to be honest I didn’t feel- looking back on it I didn’t feel that I 
had any space er and since then I’ve- I’ve relaxed a little bit more and 
not been quite so easily aroused really in terms of anger.
Ian: Hmm.
M: Erm. Sometimes he only had to look at me and I just- sort of what 
the hell are you looking at you know er and he was just- smiling at me 
even, just smiling at me yeah.
Ian: Right.
M: And he couldn’t work it out, and I couldn’t work it out you know. 
Sometimes it used to happen sort of late Sunday night when I was 
getting ready for bed and needing to be at work- up for work at three 
o’clock the next morning and because he only sees me at weekends 
most of the time he just wanted to make the most of that time. And 
sometimes it was difficult for me to get to bed at an early time you 
know cos he wanted a cuddle or you know something like that. And er 
so I think that- that has been difficult, the last year or so cos the first six 
months are always quite good I mean...Er. Erm. Doubts and problems?
I don’t know about- I’m not sure.
Ian: Or have there been problems which have appeared time and time 
again in the relationships you’ve had? Any problems- is there anything 
that when you’re in a relationship- and you’ve had three or four?
M: Yeah.
Ian: Um. What sort of has stuck in your mind as being something 
you’ve worried about? Has anything sort of been common in each one, 
like once you’re in do you get bored with the person and want out, or is 
there something else?
M: Can’t think of too many things. The only thing I can think of really 
is how other people will perceive my partner.
Ian: Hmm.
M: Erm. Erm. I remember the last relationship I was in someone 
actually said, although not- not directly to me, that you know he’s not 
good enough for Michael you know. I suppose that’s a bit o f a 
compliment but I felt it was a bit unfair at the time.
Ian: Hmm. And how- have your parents met any of your partners?
M: They’ve met this one veah two or three times and they quite like 
him so you know it makes a big difference. And most of mv family 
have met him now. So I would- yeah I think that- that- that sort of 
thing, family- introducing to family and wondering whether the family 
will accept. And being able to go to family get-togethers with mv 
partner, that was one thing that I was worried about.
Ian: Hmm.
M: Er. But you know with Richard it’s- it’s one of the things that I 
don’t have to worry about.
Ian: Right. I mean finally I’d like to ask you a very- a very...question. 
Why did you get in contact with me at the beginning?
M: Well I read your fascinating article [laughs]- 
lan: [laughs],
M: -in was it Attitude?
Ian: Yeah it was.
M: Um. I did actually buy the magazine. I-1 must have flicked past it 
er but someone else, Richard actually, said that erm- just mentioned it 
to me cos I must have talked about my experiences of school to him at
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some point. And so I-1 went back to it and read it and I thought yeah 
I’ll write off and you know I suppose to try and make-1 wanted people 
to know my story and the pain that I went through.
Ian: Hmm.
M: Probably to- to raise people’s awareness. To- to- to let people know 
that it does go on and that you know I suppose I thought the more 
people that do it, reply, the more- you know the more people know 
about it, the scale of it.
Ian: And it’s worked.
M: Hmm.
Ian: It has worked. Right, thank you for that. And that is the end. Many 
thanks for taking the time to participate. It is very much appreciated.
